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Protection from violence, and access to formal education, are fundamental human rights 
for girls in conflict-affected societies.  And yet, war exposes girls to an increased risk of 
exposure to violence, and serves as a well-known barrier to their involvement in school.  While 
these risks are widely recognized within the fields of international education and humanitarian 
affairs, significant gaps exist within the peer-reviewed literature.  Existing studies tend to focus 
generally on violence against girls in conflict-affected societies without accounting for issues of 
education.  Or, studies focus exclusively on violence in and around school settings, although 
only investigate violence against students who are currently in school. As a result, the differential 
experiences with violence among girls based on varying levels of involvement (or lack thereof) 
in formal education are not well known. 
In light of these issues, this dissertation examines the relationship between girls’ level of 
participation in formal education, and exposure to violence in the Democratic Republic of the 
Congo (DRC), while accounting for Ecological factors (Bronfenbrenner, 1979) in girls’ lives, 
families, and communities.  A quantitative survey was conducted with girls (ages 10-14) and 
caregivers across 14 sites in South Kivu.  Findings suggest that higher levels of participation in 
formal education were associated with lower rates of violence among girls.  Child marriage— 
itself considered a form of violence according to human rights norms— was seen to disrupt the 
protective relationship between education and violence, and expose married girls to higher rates 
	of violence overall.  Further, equitable gender norms on the part of girls and their caregivers 
emerged as significant factors contributing to girls’ involvement in higher levels of formal 
education.  
Taken cumulatively, findings from this research suggest a need to engage in Ecological 
interventions with girls, families, and communities in order to prevent the occurrence of violence 
and ensure that girls have access to formal education that is protective, of good quality, and 
promotes their overall development and well-being.   In addition to filling vital gaps in the 
literature, these findings hold the potential to inform program and policy development not only 
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I. Background, Study Overview, and Literature Review 
 
A. Introduction  
Education is a basic human right for girls in conflict-affected societies and beyond 
(United Nations, 1948; 1989). And, yet, it is one that too often goes unrealized due to issues of 
safety, quality or access— all of which are exacerbated in environments impacted by war.   
On one hand, education is consistently recognized as a critical strategy for promoting 
girls’ development and well-being throughout all phases of emergency and post-conflict 
response programming (Anderson and Hofmann, 2010; Buckland, 2011; Cahill, 2010; 
Eschenbacher, 2009; INEE, 2010).  Within societies impacted by armed conflict, education can 
provide physical and psychosocial protection, and is a primary means of restoring hope and 
normalcy for students (Alexander, Boothby and Wessells, 2010; INEE, 2010; Kirk, 2007; Mundy 
and Dryden-Peterson, 2011; Munoz, 2010; Nicolai and Triplehorn, 2003).  It can also transmit 
life-saving skills and messages, including teaching girls how to protect themselves from security 
risks as well as various forms of violence, abuse, and exploitation (Alexander, Boothby and 
Wessells, 2010; Nicolai and Triplehorn, 2003; Wargo, 2010).   
Education also represents a primary means of promoting the development and 
reconstruction of conflict-affected societies, as it prepares girls for the future while also 
promoting the growth and recovery of nations as a whole (Buckland, 2011; Burde, 2014; 
Eschenbacher, 2009; Save the Children, 2008; 2010; World Bank, 2005).  In addition to the 
academic value of education, schooling in conflict-affected states can also promote peace-
building among students and work to combat issues of violence (Burde et al, 2011; Cahill, 2010; 
Kirk, 2007; Mundy and Dryden-Peterson, 2011; Paulson, 2011; UNICEF, 2011).  
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This notion of the transformative impact of education is also widely shared by girls and 
their families.  Reports from researchers and humanitarian workers in diverse settings have 
consistently indicated that education is a highly valued commodity and believed to be beneficial 
for girls’ futures— from the earliest phases of a response and throughout the reconstruction 
process (Graybill and Lanegran, 2004; Martone, 2010; Murphy et al, 2011; NRC and Save the 
Children, 2013; Paulson, 2011). In a study by Save the Children the Norwegian Refugee Council 
in the Democratic Republic of Congo (DRC) and Ethiopia, for example, 30% of respondents in 
conflicted areas identified education as the top priority —placing it over health care and all other 
essential services (Save the Children, 2014). 
Despite the potential benefits of education, there is increasing awareness that schooling 
itself can expose girls to various forms of harm, abuse, and exploitation. For example, rape and 
other forms of violence have been widely reported in and around formal and non-formal 
educational settings in conflict-affected states (Castle and Diallo, 2008; Devers et al, 2012; Kirk 
and Winthrop, 2006; Kirk, 2007; 2008; Leach and Mitchell, 2006; Murphy et al, 2011; ODI and 
Plan West Africa, 2008; UNGEI and UNESCO, 2013; Ward and Kirk, 2005).   And, the distance 
girls need to travel to reach school has been associated with an increased risk of experiencing 
sexual violence and abuse, particularly for female students (ODI and Plan West Africa, 2008).  
In addition, schools have increasingly become sites of attack by armed forces, resulting in the 
injury and death of students and educational personnel, or subjecting girls to recruitment and 
other forms of violence by military groups (Alexander, Boothby, and Wessells, 2010; Burde et 
al, 2011; Castle and Diallo, 2008; Devers et al, 2012; Hart, 2011; Munoz, 2010; ODI and Plan 
West Africa, 2008; O’Malley, 2010; UNESCO, 2010a; UNESCO, 2010b; UNESCO, 2011; 
Wargo, 2010; United Nations, 2011).  
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In societies impacted by violence and instability, educational settings also often mirror 
these dynamics, with violence becoming part of school culture in the form of policies and 
behavior by teachers, school administrators, and among students themselves (Greene et al, 2013; 
Management Systems International, 2008; Office of the Special Representative of the Secretary-
General on Violence against Children, 2012; Pinheiro, 2006; UNGEI and UNESCO, 2013).  
Education can also promote conflict if a curriculum is implemented that perpetuates 
discriminatory or violent thought (Burde et al, 2011; Bush and Saltarelli, 2000; Davies, 2004; 
2005; Kirk, 2007; Mundy and Dryden-Peterson, 2011; UNESCO, 2011).  And, conflict often 
exacerbates pre-existing gendered inequalities that can be reproduced within educational settings 
to the particular disadvantage of girls (Mundy and Dryden-Peterson, 2011; Murphy et al, 2011; 
Kirk, 2008).  In light of these complexities, it is increasingly recognized that education in 
conflict-affected states is not neutral, but instead can play various roles in either increasing 
children’s level of protection, or contributing to ongoing violence and harm (Bush and Saltarelli, 
2000; Davies, 2011; Kirk, 2007).   
These issues are further complicated by the fact that large numbers of girls in societies 
impacted by war do not have access to education due to multiple factors such as school closures, 
security risks, and shortages of necessary resources and qualified personnel (Lai, and Thyne, 
2007; Machel, 1996; 2001; Mundy and Dryden-Peterson, 2011; Poirier, 2012; Paulson, 2011; 
Sommers, 2002; UNESCO, 2011; United Nations, 2014b; World Bank, 2005).  In 2011, 
UNESCO estimated that there were 28 million school-age children in conflict-affected states not 
attending school (UNESCO, 2011).  And, it has been estimated that nearly half of the children 
worldwide who are not enrolled in formal school live in conflict-affected states (Munoz, 2010; 
United Nations, 2014b).   
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While conflict can negatively impact educational access for all children, girls are often 
particularly affected.  Parents with limited resources often prioritize sending sons to school over 
daughters, and this practice often increases in conflict-affected states due to the added financial 
strain created by war (Kirk, 2008). Similarly, early marriage and teenage pregnancy— well-
known barriers to girls’ education in all contexts — also often increase for various reasons 
during and after times of conflict (Kirk, 2008; Murphy et al, 2011).  Safety risks may also 
interfere with the ability of female teachers to receive necessary training or attend work, which 
has been shown to negative impact girls’ attendance, particularly in secondary school (Kirk, 
2007; 2008).   
By having different routines, and missing out on both the risk and protective factors 
associated with education, out-of-school girls are likely to experience different levels of risk of, 
and exposure to, various forms of violence than those experienced by in-school children.  And 
yet, the relationship between these issues is not well understood. Studies examining education 
and violence tend to focus primarily on acts of violence taking place in and around school 
contexts, but do not compare differences in experience with violence between in-school and out-
of-school girls (Leach, 2003; 2008; Leach et al, 2003; 2014; Mitchell and Mothobi-Tapela, 2004; 
Rosetti, 2001).   
In light of these issues, this research examines the relationship between education and 
violence, and how it varies based on girls’ level of participation in formal education.  Using the 
Democratic Republic of the Congo (DRC) as a case study, this dissertation will seek to examine 
the following primary research questions: 
1) How does girls’ exposure to violence vary according to their level of participation in 
formal education?  
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2) What factors in the lives of girls influence the relationship between level of 
participation in education and exposure to violence?   
3) What factors in the lives of girls are associated with higher levels of school 
participation?  
The DRC is a particularly relevant setting within which to examine these issues, in light 
of the fact that the country has experienced a protracted armed conflict that has been 
characterized by high rates of violence against women and girls (Bartels et al, 2010; Callaghan et 
al, 2013; Human Rights Watch, 2002; Kalisya et al, 2011; Kohli et al, 2012; Johnson et al, 2010; 
Trenholm et al, 2009; Vinck et al, 2010).  In addition, DRC is also a country in which the 
government along with national and international actors have placed a strong priority on 
promoting girls’ access to education as part emergency response and post-conflict recovery 
initiatives (Ministère de l’Enseignement Primaire, Secondaire et Professionnel, 2012; Walther, 
2013).  And yet, large numbers of children (including girls) in the DRC remain out of school, 
including an estimated 7 million children of primary school age (Ackerman, Greubel and 
Winthrop, 2013).   
Greater knowledge of the complex interplay between girl’s level of access to education, 
and their exposure to various forms of violence is particularly crucial, in light of the high priority 
placed on education by national and international actors in conflict-affected states.  For, if 
education is implemented as a protective measure, but instead exposes girls to violence and 
harm, it will be detrimental not only to the development and well-being of individual children, 
but also to the recovery of nations as a whole.  Understanding the forms of violence experienced 
by girls in and around school settings will help inform policy and program development to make 
schools safer, and to ensure that education can more effectively serve its intended function.  And, 
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in light of the large numbers of girls in conflict-affected states who remain out of school, 
understanding the ways in which their lack of education exposes them to different risks and 
forms of violence is equally crucial, in order to inform the development of appropriate 
prevention and response initiatives. 
Existing research on violence in and around schools is based heavily on grey literature, 
with limited peer-reviewed publications examining this issue—a trend which is even more 
pronounced when considering these issues in humanitarian contexts (IBIS, Concern Worldwide, 
Norwegian Refugee Council, and Save the Children, 2014; Save the Children, 2006; Ward and 
Kirk, 2005; UNHCR and Save the Children, 2002).  And, there are no known peer-reviewed 
studies to date that seek to rigorously examine the differential experiences with various forms of 
violence between in-school and out-of-school girls in conflict-affected states.  As such, 
significant gaps in the literature exist. 
There are no published, peer-reviewed studies examining the relationship between 
education and conflict in the DRC, let alone ones that examine the differences in exposure to 
violence for girls based on their level of participation in formal education, giving the study an 
added opportunity to contribute to gaps in the literature, in addition to the academic and applied 








B. Country Context  
 The Democratic Republic of the Congo (DRC) has a complex and tenuous history that 
has been largely shaped by protracted armed conflict and political unrest in recent years.  
Patterns of violence against civilians that began under Belgian colonial rule were exacerbated in 
the post-colonial period by ongoing instability, and have continued in various forms until the 
present time (Autesserre, 2010; Deibert, 2013; Stearns, 2011).  In 2007, it was estimated that that 
the war had caused more than 5.4 million deaths since 1998 (International Rescue Committee, 
2007)—a number that has only increased in recent years.   
 Ongoing internal conflict has been further complicated by periodic food insecurity, 
natural disasters, disease outbreaks, and widespread population displacement.  At the end of 
2016, the UN estimated that 6.9 million people in the DRC were in need of urgent humanitarian 
assistance, including 4.2 million children (United Nations Office for the Coordination of 
Humanitarian Affairs (OCHA), 2016). It is estimated that there are 463,968 refugees from the 
DRC living in other countries, with the majority in Uganda (203,675), Rwanda (73,361), 
Tanzania (62,505), and Burundi (61,427) (United Nations High Commissioner for Refugees 
(UNHCR), 2017).  And, an estimated 2.1 million people within the DRC are believed to be 
internally displaced (OCHA, 2016).  The DRC is also home to an estimated 467,473 refugees 
from other countries—reflecting a steady increase in recent years as a result of conditions in 
neighboring Burundi, South Sudan, and Central African Republic (UNHCR, 2017).  
 Eastern DRC has been particularly hard-hit by recent conflict (Falb et al, 2016a; United 
Nations, 2017a). It is also estimated that one out of ten people in Eastern DRC were forcibly 
displaced over the past ten years (UN OCHA, 2016).  All study sites were located in South Kivu, 
a region that has received the largest influx of refugees from Burundi in recent years, creating 
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additional strain on host communities as well as fluid population movements (UNHCR, 2016). 
Multiple armed groups remain active in South Kivu—creating security challenges for civilians 
and involving clashes between non-state actors, the government army (FARDC) as well as UN 
Peacekeeping forces (MONUSCO) (United Nations, 2017a).  And, South Kivu has also seen a 
regular influx of displaced persons fleeing conflict in North Kivu or other regions of the country 
(UN OCHA, 2017).  As a result of these conditions, an estimated 709,700 people in South Kivu 
were estimated by the United Nations to be in need of humanitarian assistance at the end of 2016 
(UN OCHA, 2016).    
 The years of protracted conflict and state fragility have also had a significant impact on 
the nation’s economic, political, and social infrastructure.  As of 2017, the country has an 
estimated total population of 83,301,151 that is highly youth-based, with approximately 41.7% 
between the ages of 0-14 and 21.5% between the ages of 15-24 (Central Intelligence Agency, 
2017). An estimated 63% of the country lives below the poverty line, with a GDP per capita of 
$800— ranking it 227 out of 230 countries in the world (Central Intelligence Agency, 2017).  
According to the 2016 Human Development Report by the United Nations Development 
Program, DRC ranked 176 out of 188 countries on the Human Development Index (HDI), which 
measures life expectancy, education, and gross national income (United Nations Development 
Program, 2016).  DRC is also ranked among the highest in the world (153 out of 159) on the 
Gender Inequality Index (GII), which measures disparities between men and women in the areas 
of economic opportunities, reproductive health, and empowerment (UNDP, 2016).  
 The literacy rate for the total population is estimated at 66.8 %, with a higher rate for 
males (76.8%) than females (57%) (Ministère du Plan, Institut National de la Statistique and 
UNICEF, 2010).  National literacy rates among youth (ages 15-24) also show gender disparities, 
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with a rate of 78.9% among males as compared to a rate of 53.3% among females (UNICEF, 
2013).  According to data from the 2010 Multiple Indicator Cluster Survey (MICS), literacy rates 
among females between the ages of 15-24 varied significantly by income. For example, the 
survey found that literacy rates among females of this age within the poorest households was 
28%, as compared to rates of 89% among females of the same age within the richest households 
(Ministère du Plan, Institut National de la Statistique and UNICEF, 2010).  There are also high 
rates of unemployment, particularly among youth (Ackerman, Greubel and Winthrop, 2013). 
 The years of conflict in DRC have also resulted in widespread rape and other forms of 
gender-based violence, prompting Margot Wallstrom, UN Special Representative to the 
Secretary-General on Sexual Violence in Conflict, to describe DRC as the “rape capital of the 
world” (United Nations News Centre, 2010).  In the 2013-2014 Demographic and Health Survey 
(DHS), 27% of women indicated experiencing sexual violence at some point in their lives above 
the age of 15, while 16.3% reported its occurrence within the last 12 months.  In South Kivu, 
rates were higher than the national average, with 34.5% of women reporting experiencing sexual 
violence at some point, and 18.3% reported its occurrence within the last 12 months (Ministère 
du Plan et Suivi de la Mise en oeuvre de la Révolution de la Modernité (MPSMRM), Ministère 
de la Santé Publique (MSP) and ICF International, 2014). 
 Cases of sexual violence continue to be widely documented by both members of armed 
forces and civilians, particularly in Eastern Congo (Bartels et al, 2010; Callaghan et al, 2013; 
Human Rights Watch, 2002; Kalisya et al, 2011; Kohli et al, 2012; Johnson et al, 2010; 
Trenholm et al, 2009; Vinck et al, 2010).).  For example, Bartels et al (2010) conducted a 
retrospective cohort study of 1,021 female survivors of sexual violence who received care from a 
hospital in South Kivu in 2006. Of these cases, almost half (47.8%) identified their perpetrators 
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as either soldiers or men in uniform, although the majority of the total cases were reported to 
have taken place in survivors’ homes (56.5%) and at night (58.9%).  Kalisya et al (2011) 
examined hospital records of survivors of sexual violence in Goma, and found 440 cases of 
children (under 18 years old), and 54 cases of adults who sought care between 2006-2008. 
Among child survivors, the majority (75%) were between the ages of 11-18.  Perpetrators of 
child survivors were primarily civilians (81%), followed by members of armed forces (13%).  
Child survivors also reported that 74% of perpetrators were known individuals as compared to 
strangers.   
 In a cross-sectional survey of 998 households, Johnson et al (2010) found that 39% of 
female respondents reported lifetime exposure to sexual violence, and 31% of females reported 
experiencing intimate partner violence.  Respondents also reported on human rights violations 
against members of their households, with 42.9% reporting sexual violence, and 50% reporting 
physical violence along with other types of abuse.  
 United Nations (UN)-led monitoring efforts have also regularly documented the 
occurrence of sexual violence and other “grave violations” against children by armed forces 
(United Nations, 2016).   From the period 2010-2013, 905 cases of sexual violence against 
children by armed forces were recorded and verified by the UN (United Nations, 2014a).  In 
2016, the report of the United Nations Secretary-General on Children and Armed Conflict 
documented 254 cases of sexual violence by armed actors, including both government and 
militia forces (United Nations, 2016).  Existing studies on children associated with armed forces 
in the DRC have also documented widespread acts of sexual violence and other forms of abuse 
(Hermenau et al, 2013; McMullen et al, 2013; Rakistis, 2008). 
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 Survivors of sexual violence have faced significant health and social impacts as well as 
inadequate access to services.  In a study of survivors of sexual violence in Eastern Congo, for 
example, Scott et al (2013) found that less than half of survivors of sexual violence reported 
access to medical care following their abuse.  And, 81% reported no access to mental health 
services.  In addition, although the majority of respondents expressed a preference for 
prosecuting their cases through the formal justice system, 61% reported being forced to use 
community mediation as an alternative (Scott et al, 2013).  In addition, shame, stigma and other 
negative social factors have been reported to significantly interfere with the willingness of 
survivors to report their cases, and detrimentally impact their recovery and rehabilitation 
(Babaloa, 2013; Glass et al, 2012; Hilson, 2013; Nelson et al, 2011).  
 In response to these issues, the United Nations Organization Stabilization Mission in the 
DRC (MONUSCO) adopted  “Comprehensive Strategy for Combating Sexual Violence in the 
DRC” in 2009 (MONUSCO, 2009), which informed the development of a parallel national 
strategy by the Congolese government (Ministere du Genre, de la Famille et de l’Enfant, 2009).  
In March 2013, President Joseph Kabila signed a Joint Communiqué on Combating Conflict-
related Sexual Violence in the DRC with the UN, reaffirming the government’s commitment to 
improving accountability for sexual violence crimes (UNJHRO, 2014). This involved the 
creation of the Special Commission on Conflict-related Sexual Violence and the strengthening of 
the Special Police Units for the Protection of Women and Children (UNJHRO, 2014). 
 The government of the DRC is a signatory to a number of relevant international treaties 
and conventions seeking to protect women and children from violence and abuse, including the 
UN Convention on the Rights of the Child (CRC), the UN Convention on the Elimination of All 
Forms of Discrimination against Women (CEDAW), the UN Convention against Torture; and 
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the Optional Protocol to the CRC on the Sale of Children, Child Prostitution, and Child 
Pornography (UN Treaty Collection, 2014).  The DRC has also implemented national legislation 
intended to address the issue of GBV. For example, article 15 of the Constitution defines sexual 
violence that seeks to target families or ethnic groups as a crime against humanity, making it 
punishable by national law (UNJHRO, 2014). In addition, in 2006, the government’s National 
Assembly approved a comprehensive law banning sexual violence and made rape punishable by 
a sentence of 5-20 years.  In addition, the law defined “statutory rape” as sexual relations with 
any individual under the age of 18 (Bjorkhaug, Jennings, and Boas, 2010). In 2009, the Child 
Protection Law was enacted, which created a penalty of 7-20 years in prison for those convicted 
of raping a child (UNJHRO, 2014). Since that time, there have also been amendments to the 
Family Code and the Labor Code with a view to reinforcing the status of women (UN Committee 
on the Elimination of all Forms of Discrimination against Women, 2013). 
 Although national law exists to criminalize sexual violence, the implementation of this 
legislation is particularly complex with regard to armed forces.  According to the constitution, 
the military justice system has exclusive jurisdiction over crimes perpetrated by armed forces 
(UNJHRO, 2014). As of 2014, the Military Criminal Code does not prohibit sexual violence, but 
persons tried in military courts are still subject to the Congolese Criminal Code and to Article 15 
of the Constitution, both of which prohibit sexual violence. An issue of particular concern with 
the way this system is organized is that the military justice system is not equipped with the 
resources to try the enormous backlog of accusations (UNJHRO, 2014). 
 The DRC is also affected by high rates of child marriage. Although the Constitution of 
the DRC defines “children” as those under the age of 18, the legal age of marriage according to 
the Family Code establishes differential minimum ages for males (18) and females (15) 
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(Freedman, 2016). It is estimated that 10% of females in the DRC between the ages of 20-24 
were married before the age of 15, and 37% were married before the age of 18 (UNICEF, 
2016a).  
 The incidence of child marriage in the DRC is substantially higher in rural as compared 
to urban areas, a pattern observed for marriage occurring before the age of 15 (12.1: rural; 5.8: 
urban) as well as prior the age of 18 (43.5: rural; 24.0: urban) (Male and Wodon, 2016).  Child 
marriage in the DRC is also strongly associated with poverty, with significantly higher incidence 
rates among the lowest and highest economic quintiles (marriage < age 15: 13.8 (poorest); 3.9 
(richest); marriage <18: 51.6 (poorest); 16.5 (richest)) (Male and Wodon, 2016). At a national 
level, child marriage is also associated with lower levels of completion in formal education. For 
example, incidence rates for marriage below the age of 15 were 15.5 among those who never 
went to school; 14.7 for those who completed primary school, and 2.4 among those who 
completed secondary school.  For marriage below the age of 18, incidence rates based on 
educational attainment were similar (55.6: no education; 46.2: completed primary school; 13.3: 
completed secondary school) (Male and Wodon, 2016).  
 As a result of the protracted armed conflict, girls in the DRC have also faced frequent 
exploitative and violence types of “marriage,” including being used as “wives” by armed actors 
or being held in situations of sexual slavery (Nelson et al, 2011; United Nations Organization 
Stabilization Mission in the Democratic Republic of the Congo, 2015; Verhey, 2004).  In 
addition, it is also common in the DRC for marriage to be used as a form of out-of-court 
settlement (or “amicable arrangement”) in the event that a girl is raped (Freedman, 2016; Human 
Rights Watch, 2002; Mansfield, 2009). Frequently, this practice is decided upon between the 
perpetrator and relatives of the survivor—leaving little opportunity for the girl involved to take 
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part in decision-making (United Nations Joint Human Rights Office in the Democratic Republic 
of the Congo, 2014). 
 In a study of wartime experiences among adolescents in the DRC, “forced marriage” was 
measured as a distressing event (Mels et al, 2010). Among 819 male and female adolescents 
(ages 13-21) in Ituri, forced marriage was reported by 12% (26/217) of those who were currently 
displaced; 7.1% (35/496) among those who were returnees following prior displacement; and 
4.7% (5/106) among those who had never experienced displacement (Mels et al, 2010).  
Although this study did not gather information on the conditions of the forced marriages 
reported, or whether girls were married to armed actors or civilians, it is notable that rates were 
the highest among girls who were currently displaced, suggesting a greater level of vulnerability 
associated with this status. 
 The conflict in the DRC has also had a significant impact on children’s access to 
education, with many children missing out on years of formal schooling during the war. It is 
estimated that 7 million children of primary school age are out of school, comprised primarily by 
those in conflict- affected regions as well as those from the poorest households (Ackerman, 
Greubel and Winthrop, 2013). At a national level, DRC has a large number of out-of-school 
children, which is line with existing knowledge on the association between armed conflict and 
children who face disrupted education as a result of the conditions created by war (UNESCO, 
2011).  According to a 2013 national survey in the DRC, the proportion of out-of-school children 
between the ages of 5-17 was 28.9%, or a total of 7,375,875 children, with girls comprising more 
than half of this figure (52.7%, or 3,892,464 girls) (Ministry of Primary, Secondary and 
Vocational Education and Higher Institute for Population Sciences of the University of 
Ouagadougou, 2013). 
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 Primary and secondary school in the DRC each have six years, although shorter 
vocational tracks are also available at the secondary level (Cellule Technique pour les 
Statistiques de l’Education, 2015).  According to national data, attendance rates drop 
significantly from primary (80% attending) to secondary (43% attending) school (Ministère du 
Plan et Suivi de la Mise en oeuvre de la Révolution de la Modernité, Ministère de la Santé 
Publique and ICF International, 2014). National data also suggest that participation in schooling 
decreases significantly from primary to secondary school, and that school enrollment and 
completion rates favor boys over girls.  For example, data from the Ministry of Education in the 
DRC for the 2013-2014 school year found that 13,534,625 children were enrolled in primary 
school, with a rate of 47.3% for the participation of girls (6,399,558 girls; 7,135,067 boys).  
These gender disparities were also seen in secondary school enrollment for the same year, with a 
national rate of 38.2% for girls (1,674,235 girls; 2,714,190 boys).  In terms of school completion, 
the national rate for primary school was 69.1 % (reflecting 69.1 out of every 100 students who 
start primary school continue through completion), with rates significantly lower for girls 
(62.2%) than boys (76.0%).  For secondary school, completion rates dropped substantially 
(29.0%), also suggesting significant disparities between boys (37.3%) and girls (20.6%) (Cellule 
Technique pour les Statistiques de l’Education, 2015). 
 In South Kivu, where this study was conducted, enrollment and completion rates 
followed similar patterns.  For the 2013-2014 school year, the rate of girls’ enrollment in primary 
school was (48.5%), reflecting a gender imbalance (484,369 girls; 514,068 boys).  And, these 
differences were even more pronounced for secondary school, with an enrollment rate for girls of  
41.5% (126,593 girls; 178,728 boys) (Cellule Technique pour les Statistiques de l’Education, 
2015). Primary school completion rates in South Kivu were lower (64.2%) than the national 
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average, and also favored boys over girls (67.6% boys; 60.8% girls).  Similarly, the completion 
rate for secondary school in South Kivu was also below the national average (26.1%), and 
reflected pronounced gender disparities (33.7% boys; 18.3% girls) (Cellule Technique pour les 
Statistiques de l’Education, 2015). 
 In addition, schools in the Congo have regularly been the sites of attacks by armed 
groups, which impair the conditions of school buildings and create significant security risks for 
teachers and students (Bennouna et al, 2016). In 2014, a report by the UN Secretary-General 
documented 180 schools in the DRC that were specifically targeted by armed groups, 
particularly in North and South Kivu.  In addition, the report documents the temporary or 
permanent closure of “hundreds of schools” as a result of the conflict, affecting tens of thousands 
[of children] (United Nations, 2014a).   
 In recent years, the Congolese Government has taken significant steps to strengthen the 
education sector.  In 2010, the government adopted a policy to facilitate the gradual elimination 
of primary school fees throughout the country to increase access to primary education.  However, 
this policy has not yet been implemented in many locations, requiring students to still pay the 
schools fees amounting to a monthly payment of 4,5000 francs, or five US dollars per child 
(Walther, 2013). The government has also increased its spending on education in recent years, 
with gradual increases from a low of 6% in 2002 to 17% in 2015 (Ministère de l’Enseignement 
Primaire Secondaire et Initiation à la Nouvelle Citoyenneté, Ministère de l’Enseignement 
Technique et Professionnel,  Ministère de l’Enseignement Supérieur et Universitaire,  Ministère 
des Affaires Sociales, Action Humanitaire et Solidarité Nationale, 2015). In addition, the 
Government of the DRC developed its first Interim Education Sector Plan for the period 2012-
2014, and the most recent version was updated for the period 2016-2025 (Ministère de 
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l’Enseignement Primaire Secondaire et Initiation à la Nouvelle Citoyenneté, Ministère de 
l’Enseignement Technique et Professionnel,  Ministère de l’Enseignement Supérieur et 
Universitaire,  Ministère des Affaires Sociales, Action Humanitaire et Solidarité Nationale, 
2015). In 2012, DRC was also accepted into the Global Partnership for Education (GPE), and 
since that time has received GPE funding to support its national education programming (Global 
Partnership for Education, 2014). 
 These recent efforts to strengthen education programming at the national level represent a 
significant shift from the government’s prior approach, which has relied heavily on private 
investments.  As Andre and Poncelet (2013) argue, this arrangement has its roots in colonialism, 
as education was not emphasized as a public good during Belgian colonial rule.  As a result, 
education in the post-colonial era remained largely privatized (Andre and Poncelet, 2013).  In 
1977, the Congolese Government adopted a convention that divided the national education 
system into five “networks,” including an official network managed by the state in addition to 
four different religious networks, each of which has their own administrative body.  The four 
religious network include ones that are Catholic, Protestant, Kimbanguist and Islamic, 
respectively (Titeca and De Herdt, 2011).   
 As a result of this system, the quality and nature of education programming varies 
significantly by location, and in some contexts an informal system has been developed of parents 
needing to supplement teacher’s wages, which creates further barriers to education for those in 
poor households (Titeca and De Herdt, 2011).   International aid has provided another source of 
funding for education in the DRC, although critics argues that this has failed to address the need 
for the government to take more responsibility at the national level (De Herdt et al, 2012). 
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C. Literature Review  
 This study draws upon the following primary bodies of literature:  Education and 
Conflict; Gender and Education; Violence against children in and around School Contexts; and 
Violence against children in Humanitarian Contexts.  An overview of these bodies of work as 
they relate to this study is contained in the section below.  
 
Education and Conflict  
 From the field of education and conflict, this study draws upon the notion that formal 
schooling is not neutral, and instead can play both positive and negative roles in conflict-affected 
societies, and in the lives of children.  This concept was first documented in Bush and Saltarelli 
(2000)’s famous study, which coined the phrase the “two faces of education”—a theory that has 
shaped much of the work and scholarship in the area of education and conflict in recent years.  
According to this argument, education can have one of two faces: a “positive one,” that promotes 
peace-building and reconstruction; or a “negative one,” that exacerbates existing hostilities and 
promotes violence, exclusion and discrimination (Bush and Saltarelli, 2000).  
 Expanding on the notion of the “two faces” of education, Davies (2011) argues that the 
relationship between education and conflict is multi-dimensional and cannot be conceptualized 
with a two-option framework.  Instead, she refers to a “spectrum of impact” (Davies, 2011, p. 
35) in terms of the ways in which education and conflict interact with one another. As part of this 
spectrum, Davies identifies five potential roles education can play in conflict-affected societies, 
which are situated on a continuum that ranges from “negative contribution,” in which schools 
actively promote discrimination or violence, to “positive mitigation,” in which schools function 
in a way that reduces these practices (Davies, 2011, p. 36).  In between are other stages, 
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including one in which schools are seen as a “reflection of normalcy” (Davies, 2011, p. 36), 
thereby upholding harmful attitudes, beliefs and practices that exist in larger society (Figure 2).    








 Although this model is often used to describe the interaction between education and 
armed conflict more broadly, it also provides a useful way in which to think about the 
relationship between formal schooling and particular forms of violence.  In this way, the study 
considers that there can be a “spectrum of impact” (Davis, 2011) in terms of the ways in which 
education can either mitigate girls’ exposure to violence, or expose them to additional risk.  
Based on Davis’ (2011) model, this study considers that there can be multiple ways education 
can impact girls’ experience with violence, ranging from overtly exposing girls to violence, to 
more passively condoning harmful gender norms and practices in educational settings that 
contribute to violence, to implementing policies and curricular measures that seek to directly 
prevent violence against girls in educational settings and in their other spheres of life. 
 By connecting this theoretical model to violence, this study expands on the existing 
studies in education and conflict, which focus primarily on the impact of policies and curricula in 






















2014; Kirk, 2007; Russell, 2013; Spink, 2005).  For example, King’s (2014) research in Rwanda 
documents the ways in which textbooks prior to the genocide portrayed inequality and tension 
between Hutu and Tutsi ethnic groups.  She also found that teachers often reinforced ethnic 
divisions through classroom practices, ultimately arguing that the way in which formal education 
was operated contributed to the genocide (King, 2014).    
 Similarly, Burde (2014) describes the development of a “jihad literacy” program that was 
developed during the Cold War in Afghanistan that used textbooks containing imagery and 
examples associated with militarism and jihad to teach students how to read, thereby training 
children in ideologies of violence.  Although these were produced in the late 80s and early 90s, 
Burde notes that they were reprinted and remained in use in Afghanistan until the mid-2000s, 
and were also available in Pakistan as recently as 2013, thereby continuing to perpetuate violent 
thought in school contexts (Burde, 2014).  
 Studies in the field of education and conflict have also focused on the ways in which poor 
quality education, and barriers in access can also interfere with education’s intended function.  
For example, Matsumoto (2011), who conducted research on education programming in post-
conflict Sierra Leone, argues that education initiatives prioritized access to education but did not 
address the structural issues that were flawed within the system as a whole, and so still left many 
young people feeling disillusioned.   A similar sentiment is reported by Murphy et al (2011) 
based on their work with adolescent girls in Northern Uganda.  The majority of girls in the study 
were not currently enrolled in school due to numerous barriers to access they experienced.  
 However, among those who had been enrolled, they reported the quality of education in 
refugee camps and other settings of displacement to be so low due to resource constraints and 
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teacher shortages that they found the classes to be ineffective (Murphy et al, 2011).  Reflecting 
on the types of tensions identified by these case studies, Burde et al (2011) write,  
 “...It is important to recognize that an emphasis on education alone may be a faulty 
 strategy.  Even if students have access, educational content can fuel conflict.  Further, 
 poor-quality education is unlikely to provide a sense of hope for a better future that could 
 dissuade parents and older students from joining violent movements, and young men may 
 be more likely to join violent movements if quality education is not well matched to local 
 employment opportunities” (p. 20).   
 
 Based on these concepts, this study also takes the point of view that poor quality 
education in conflict-affected societies, or inadequate efforts within educational contexts seeking 
to prevent or respond to violence also fails to serve its intended function.  As such, the role of 
formal school vis-à-vis girls’ experiences with violence will also takes issues of quality, equity, 
and access into account. 
 
Gender and Education 
 This study also draws upon the field of gender and education, which emphasizes the fact 
that societies establish hierarchical gender roles and responsibilities and that these systems are 
often reinforced within school contexts in the ways in which relationships and policies are 
enacted between teachers, students, and administrators (Acker, 1996; Dunne, 2008; Leach, 2008; 
Leach and Humphreys, 2007; MSI, 2008; UNGEI and UNESCO, 2013).   Within this context, 
accepted gender roles and understandings become “normalized” in school settings, and 
discriminatory practices can become accepted and institutionalized (Dunne, 2008; Leach et al, 
2014; MSI, 2008; Stromquist, 2008; UNGEI and UNESCO, 2013).   
 For example, in her cross-national study of gender in educational contexts, Stromquist 
(2008) found a common a common theme of schools reinforcing notions of patriarchy and male 
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superiority, as well as traditional gender roles for females.  She argues that these beliefs were 
normalized through policies and teaching practices, providing little space for students or others 
to challenge them.   Based on these findings, Stromquist argues that schools need to proactively 
challenge dominant gender ideologies present in broader society in order to avoid reproducing 
them in educational contexts (Stromquist, 2008).    
 Similarly, in their study of junior secondary schools in Ghana and Botswana, Dunne et al 
(2005) found that teaching practices and school policies created highly gendered environments 
that reinforced discrimination against girls.  This also was associated with lower rates of 
educational achievement for girls as compared to boys. The study also found higher drop-out 
rates among girls than boys in both countries, with pregnancy and early marriage cited as the 
most frequent causes (Dunne et al, 2005). 
 Dunne et al (2006) describe this as an example of the “gender regime” referred to by 
Kessler et al (1985), in which societal gender norms and behaviors are implemented and 
accepted as part of daily life. This transmission can be seen as an example of a “hidden 
curriculum” (Dreeben, 1967; Jackson, 1968; Vallance, 1973), which reflects the ways in which 
social norms and values are unconsciously transmitted to students through formal and informal 
interactions with teachers and peers as well as through the ways in which school policies and 
systems are structured. The “hidden curriculum” is not an overt or scripted agenda, but 
nevertheless has a powerful impact on children’s moral and ideological development.  In 
describing this concept, Bourdieu and Passeron’s (1990) use the phrase “cultural reproduction,” 
to express the fact that schools are structured in such a way that they replicate and reinforce 
beliefs and patterns that exist in larger society. In their analysis, this reproduction also includes 
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the replication of inequalities and injustices that can be found in larger society (Bourdieu and 
Passeron, 1990).  
 The field of gender and education also emphasizes the fact that spaces within schools are 
also gendered, with certain areas having different meanings and levels of freedom for male 
verses female students, and these patterns become “normalized” over time (Fancy and Fraser, 
2014; Kent, 2004).  In South Africa, for example, researchers found that spaces in a high school 
varied significantly in terms of safety and comfort level among male and female students.  The 
study found that male students and teachers had multiple private spaces in the school that were 
off-limits to girls and female teachers.  Girls reported that toilets were the only private space for 
them in the school, although many had missing doors (Kent, 2004). Similar findings regarding 
the relationship between gender and public space were documented by Hallman et al (2014), 
who found that perceptions of safety in the public spaces (including school contexts) decreased 
significantly for girls at puberty, while it expanded for boys of the same ages.  
 Building on these notions, there has been an increased recognition of the need to use a 
“capabilities approach” (Sen, 1980; 1993) when analyzing educational programs.  The notion of 
“human capabilities” was first proposed by Amartya Sen (1993) who defines them as “a person’s 
ability to do valuable acts or reach valuable states of being” (p. 30).  As described by Robeyns 
(2006), the capabilities approach with regard to education represents an alternative to the human 
rights framework (United Nations, 1989), which focuses primarily on children’s “right” to 
education and whether or not they have access.  In addition, the capabilities approach provides 
an alternative to the “human capital theory” (Shultz, 1971) approach to education, which focuses 
primarily on the ways in which education prepares children to make economic contributions to 
broader society. Instead, an emphasis on human capabilities within the context of education 
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focuses on the degree to which children’s participation in formal schooling promotes their 
overall growth and well-being (Robeyns, 2006).   
 Walker and Unterhalter (2007) argue that a capabilities approach is particularly useful for 
analyzing  “social inequalities” (p. 8) that exist in educational contexts. Similarly, George (2006) 
describes how a capabilities approach can be more useful than a human rights framework when 
examining the issue of gender-based violence in schools.  For, students may have access 
education, and a system may be in place to enable them to attend school, enabling them to realize 
their “right” to education.  However, if they experience sexual abuse or other forms of gender-
based violence in school settings, their ability to benefit from that education—or maximize their 
full “capabilities” is severely limited.  As George (2006) writes, 
 “A review of the capabilities of endangered by the presence of sexual violence against 
 girls in schools would therefore illustrate just how disabling certain school environments 
 can be for girls.  A capabilities approach reveals what is required for all children to enjoy 
 equal education” (p. 18). 
 
 Although the literature on gender and education is well-developed, there is significantly 
less emphasis on these issues within the context of conflict-affected societies (Russell, 2016).  
And, there are no known peer-reviewed studies rigorously examining issues of gender and 
education in the Democratic Republic of the Congo (DRC).  As such, this study contributes to 
significant gaps in the literature by highlighting the intersections between these fields, as well as 
potential ways in which gendered practices within school settings contribute to or mitigate girls’ 
experiences with various forms of violence.  Although this dissertation does not include direct 
research in school settings, this study takes the stance that harmful gender norms may contribute 
to certain forms of violence and discrimination against girls currently in school, and that these 
experiences may vary from those experienced by girls who are not involved in formal education. 
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Violence against children in and around School Contexts  
 This study also draws upon research examining violence against children in and around 
school contexts, which refers to the fact that violence can occur not only on school grounds, but 
as children are traveling to and from school and other settings associated with school attendance 
(Greene et al, 2013; Leach et al, 2014; MSI, 2008; Office of the Special Representative of the 
Secretary-General on Violence against Children, 2012; UNGEI and UNESCO, 2013; UNESCO 
and UN Women, 2016; USAID, 2003).  A growing body of research has investigated these 
issues in Sub-Saharan Africa (Barasa et al, 2013; Brown, 2002; Hallam, 1994; Human Rights 
Watch, 2001; Leach and Machakanja, 2000; Leach et al, 2003; Mitchell and Mothobi-Tapela, 
2004; Parkes and Heslop, 2011; Rosetti, 2001; Terefe and Mengistu, 1997).  
 For example, Leach and Machakanja (2000) conducted a qualitative study on school-
related violence in Zimbabwe, interviewing 112 girls between the ages of 13-15.  Girls in the 
study reported experiencing sexual violence by teachers as well as male peers. Corporal 
punishment and verbal abuse by teachers against girls was also reported.  The study also found 
that girls experienced sexual and physical violence while traveling to and from school, and that 
men from the community frequently targeted girls for sexual coercion when they were nearby 
school premises (Leach and Machakanja, 2000).  These findings were supported by a follow-up 
study in Ghana and Malawi (Leach et al, 2003).  In Ghana, interviews were held with 75 students 
(48 girls; 27 boys) between the ages of 11-17, while in Malawi interviews were conducted with   
In Malawi, interviews were conducted with 171 (106 girls; 65 boys) between the ages of 10-18.  
Female students in both countries reported various forms of sexual violence within schools by 
teachers as well as male peers.   Both male and female students also reported corporal 
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punishment and verbal abuse by teachers as well as highly gendered dynamics within schools 
(Leach et al, 2003). 
 In 2001, Human Rights Watch conducted an investigative study on sexual violence 
against female students in South Africa, and found that sexual violence—including rape, 
harassment, and other forms of sexual abuse— were widely reported in and around school 
grounds.  Male teachers and students were identified by girls as the primary perpetrators, and 
girls’ exposure to violence was associated with disrupted education as well as an increased risk 
of experiencing HIV or other sexually transmitted diseases (Human Rights Watch, 2001).  
Similarly, Wible’s (2004) qualitative study of 70 female students in Benin found that 60% of 
primary school age girls and 50% of secondary school age girls reported witnessing or 
experiencing unwanted sexual touching.  In addition, more than 75% of total respondents 
reported being aware of sexual relationships between teachers and students—often involving 
sexual coercion whereby teachers promised grades or other benefits in exchange for sexual acts 
(Wible, 2004).  
 A 2008 study the United States Agency for International Development (USAID) 
investigated school-related violence in Malawi, involving focus groups with 961 students, 824 
parents, and 239 teachers in addition to key informant interviews with community leaders and 
education personal (Center for Educational Research and Training and DevTech Systems, Inc., 
2008).  Respondents reported on the types of violence students experience in schools, with 
corporal punishment mentioned the most frequently (74%), followed by verbal abuse (69%) and 
bullying (65%). Inappropriate sexual touching by male students against female students was 
reported by 54% of respondents, while 49% reported sexual advances and harassment by 
teachers against female students. Rape was reported by 18% of respondents, and attempted rape 
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by teachers was reported by 4% of respondents (Center for Educational Research and Training 
and DevTech Systems, Inc., 2008).   
 In a mixed-methods study involving a household survey along with focus groups and 
interviews, Bisika et al (2009) examined the impact of gender-based violence on girls’ access to 
primary school in Malawi.   In total, the survey was completed by 1496 participants who were 
girls between the ages of 11-18 from selected households.  In addition to its mixed-methods 
design, this study was also unique in its focus on both in-school and out-of-school girls. Of girls 
who completed the survey, 43.9% reported experiencing unwanted touching in a sexual manner.  
Of this number, 10.5% reported the incidents to have taken place while traveling to and from 
school, and 48.7% reported the acts to have taken place at school.  Fellow students were 
described most frequently as perpetrators (52.2%), and 3.8% mentioned teachers.  Of girls who 
reported experiencing inappropriate touching, 38.8% reported that it negatively impacted their 
education, and 3.3% reported that they had dropped out of school as a result.  Of the total girls 
who completed the survey, 60.9% reported having experienced some form of gender-based 
violence (including acts outside of school contexts) that negatively impacted their school 
performance (Bisika et al, 2009).   
 Parkes and Heslop (2011) also conducted a mixed-methods study in Kenya, Ghana, and 
Mozambique, involving a total of 2757 respondents across the three countries including were 
male and female students, teachers, parents, community leaders, and relevant government 
officials (Parkes and Heslop, 2011).  The study examined violence against children in school as 
well as in community settings, and found that 86% of girls in Kenya, 82% of girls in Ghana, and 
66% of girls in Mozambique reported experiencing some form of violence in the past year 
(physical, sexual, or psychological) either in-school or at home or in the community.  Reported 
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rates of violence occurred more frequently at home or in community settings as compared to 
school.  For example, in Mozambique, 24% of girls reported that the most recent incident of 
violence they experienced in the past 12 months occurred at school, while 33% reported that it 
occurred at home.  In Ghana, the rates were 28% and 49%, while in Kenya they were 34% and 
39%, respectively (Parkes and Heslop, 2011).   
 Sexual violence and harassment against girls was reported by respondents across all three 
countries, with abuse taking place more frequently outside of school than in school settings 
(Parkes and Heslop, 2011).  Respondents in Kenya reported higher rates of sexual abuse than in 
the other two countries.  Transactional sex by girls in exchange for goods or services was also 
reported in all three countries, although this was reported most frequently within the community 
as opposed to within school settings.  Girls and parents in all three countries described the route 
to and from school as being dangerous for girls, with reports of sexual abuse and rape occurring 
on the road.  Respondents in Ghana and Kenya reported more frequently that fear of violence 
while traveling to and from school was a reason for girls not attending (Parkes and Heslop, 
2011). 
 It is particularly notable that all but one (Bisika et al, 2009) of the studies mentioned 
above comprise grey literature rather than peer-reviewed publications, suggesting significant 
gaps in literature—particularly regarding rigorous efforts to examine school-related violence in 
Sub-Saharan Africa. Further, only Bisika et al, 2009 utilized a comparative approach between in-
school and out-of-school girls.   
 These trends are similar when considering studies of violence in and around school 
settings in conflict-affected states.  While the risks of violence are well-known within these 
settings, rigorous studies are even more limited, with existing information based primarily on 
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gray literature, NGO assessments, or incidental reports (Castle and Diallo, 2008; Devers et al, 
2012; GCPEA, 2014; Greene et al, 2013; IBIS, Concern Worldwide, Norwegian Refugee 
Council, and Save the Children, 2014; Kirk and Winthrop, 2006; Save the Children, 2006; 
UNHCR and Save the Children, 2002; Ward and Kirk, 2005; Women’s Commission for Refugee 
Women and Children, 2004).  
 In 2002, for example, a study by UNHCR and Save the Children shed light on the 
widespread problem of sexual exploitation and abuse of girls living in refugee camps in Liberia, 
Guinea, and Sierra Leone.  The study found that, in addition to peacekeepers and humanitarian 
workers, teachers were also common perpetrators against girls, who offered improved grades or 
other privileges in exchange for sexual favors (UNHCR and Save the Children, 2002).  A follow-
up study by Save the Children in Liberia in 2006 found similar findings among internally 
displaced children in Liberia, and noted that teachers also engaged in sexual exploitation, and 
that schools were places in which sexual exploitation and abuse occurred (Save the Children, 
2006).  
 This phenomenon has also been reported in numerous humanitarian settings, particularly 
in cases where schools have primarily male teachers (Ward and Kirk, 2005).  In 2005, the 
International Rescue Committee (IRC) described sexual abuse against children in refugee 
schools to be a significant problem, particularly when teachers were male (Kirk and Winthrop, 
2005).   In many cases, refugee children have limited financial resources and depend largely on 
external assistance, which can further exacerbate the risk of sexual exploitation and abuse against 
girls by those in power or who can offer them goods or services (Ward and Kirk, 2005).   
 A 2004 report by the Women’s Commission for Refugee Women and Children identified 
fear of abuse by teachers as a primary reason that parents in Darfur chose not to send their 
		 31	
daughters to school after the early grades (Women’s Commission for Refugee Women and 
Children, 2004).  In a report by the Global Coalition to Protect Education from Attack (GCPEA), 
rape and sexual violence against girls has been documented by armed groups as well as by 
security and other justice personnel in the Democratic Republic of the Congo (DRC).  And, the 
report documents sexual abuse and rape of female students by Al-Shabaab forces in Somalia 
(GCPEA, 2014). Devers et al (2012) also highlight reports of rape and sexual violence in school 
settings in several conflict-affected countries, including Cote d’Ivoire, the Democratic Republic 
of Congo (DRC), and the Central African Republic (CAR) (Devers et al, 2012).  
 In 2012, a multi-agency study on school-related gender based violence was conducted in 
Liberia which included a survey of 1,858 male and female students (1100 male; 758 female) 
between the ages of 10-20 years old in addition to 120 focus group discussions with students, 
parents and community members (IBIS, Concern Worldwide, Norwegian Refugee Council, and 
Save the Children, 2014).  Among students participating the study, 35% of boys and 29% of girls 
reported experiencing some form of gender-based violence (GBV) in and around school 
contexts.  The study found that classmates were the most common perpetrators of violence, 
although one in five students (including boys and girls) reported experiencing violence at the 
hands of a teacher or other adult school personnel (IBIS, Concern Worldwide, Norwegian 
Refugee Council, and Save the Children, 2014).  
 Respondents also reported that “sex for grades” was common between teachers and 
students, by which teachers would attempt to coerce students to engage in sexual acts with them 
in exchange for higher grades or other academic benefits.  Among children participating in the 
study, 18% of girls and 13% of boys reported being approached by a teacher for transactional 
sex.  In some cases, students described being threatened with academic failure or other punitive 
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consequences if they did not comply (IBIS, Concern Worldwide, Norwegian Refugee Council, 
and Save the Children, 2014).  Among students who stated that they had experienced GBV in 
school contexts, only 34% of girls and 37% of boys said that they reported their cases due to fear 
of stigma or other negative consequences (IBIS, Concern Worldwide, Norwegian Refugee 
Council, and Save the Children, 2014).   
 In light of these issues, this study takes the stance that girls in the DRC are at risk of 
experiencing various forms of violence while at school, as well as while traveling to and from 
school, which can potentially impact the experiences of girls based on their level of participation 
in formal education. Although the study did not conduct research specifically within school 
contexts, the awareness of potential risks to girls in and around school settings represents a key 
component of this study in light of its primary focus on girls’ varying levels of involvement in 
formal schooling.   
 
Violence against Children in Conflict-Affected Societies  
 Finally, in light of this study’s emphasis on violence against girls with varying levels of 
participation in formal education—including those who are not in school at all— 
this dissertation also draws upon research examining violence against children in conflict-
affected societies.  A primary theme that emerges from this literature is that children exposed to 
armed conflict face an increased risk of experiencing violence, in light of the ways in war 
disrupts existing protective structures typically in place for children and enables new risk factors 
to emerge (Machel, 2001; Pinheiro, 2006; Apfel and Simon, 1996). Sexual violence and other 
forms of gender-based violence (GBV) have been well-documented in settings impacted by 
armed conflict (Amowitz et al, 2002; Hynes and Cardozo, 2000; Swiss et al, 1998; Stark and 
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Ager, 2011). Rates of physical violence have also been widely reported —including violence in 
the home as well as well as other forms of war-related physical abuse (Catani et al, 2008; Catani 
et al, 2009; Ertl et al, 2014; Khawaja and Barazi, 2005).  In light of the multiple stressors 
associated with armed conflict—including displacement, limited financial resources, witnessing 
and experiencing acts of violence, as well as shifting roles within families— emotional violence 
is also believed to increase, although is often less documented than physical and sexual violence 
(Catani et al, 2009; Karam et al, 2014; Mollica et al, 1997).  
 As previously described, adolescent girls between the ages of 10-19 are believed to be 
among those most at risk of experiencing violence in humanitarian settings (UNICEF, 2014b). 
While the risk of violence against girls in these contexts are well-known, there are limited 
population-based studies that systematically examine these issues (Stark and Landis, 2016). In 
addition, data on violence against girls (and children) in conflict-affected societies are always 
incomplete in light of the large number of cases that go unreported (Pinheiro, 2006; Stark et al, 
2013).  
 With these limitations in mind, existing research provides an estimate of reported rates of 
violence against girls in conflict-affected societies.  A significant portion of existing studies 
examine various forms of gender-based violence—including both adolescents and adults in the 
sample (Amowitz et al, 2002; Ellsberg et al, 2008; Ertl et al, 2014; Falb et al, 2014; Kim et al, 
2009; Qayum et al, 2012; Hynes and Cardozo, 2000; Khawaja and Barazi, 2005; Mels et al 2009; 
Mels et al, 2010; Swiss et al, 1998). For example, Kim et al (2009) examined reproductive health 
and violence among females in the DRC, and found that, among those ages 15-24, 11.1% of 
internally displaced participants reported experiencing sexual violence during the war. In their 
analysis of survey data of Kosovar Albanian refugees, Hynes and Cardozo (2000) found that 
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4.3% of females ages 15 and older reported being raped, while 6.1% reported either witnessing 
or experiencing rape.  In Qayum et al (2012), reported rates of violence were 56% for emotional 
violence, 46% for domestic violence, and 42% for physical violence among internally displaced 
females in Pakistan (ages 15-49).   
 In a household survey including individuals ages 14-80 in post-conflict Sierra Leone, 
Amowitz et al (2002) found that human rights abuses were reported by 13% of household 
members, including 8% of female household members who reported experiencing sexual assault. 
Similarly, Swiss et al (1998) examined violence among females in Liberia ages 15 and older, 
although disaggregated findings across various age ranges, including those between the ages of 
15-25.  Within this category, 5.7% reported being beaten, 4.8% reported being raped, and 6.7% 
reported experiencing sexual coercion.  
 Ertl et al (2014) examined exposure to a variety of wartime events among youth and 
young adults in Northern Uganda between the ages of 12-25.  The study compared rates of 
violence between former child soldiers and other war-affected youth, and found substantially 
higher rates of violence and other traumatic events among former child soldiers. For example, 
among female respondents, rates sexual assault were 38% among former child soldiers and 10% 
among war-affected youth.  Rates of physical assault were 60% among females who had been 
child soldiers, and 20% among female war-affected youth (Ertl et al, 2014).  In a similar study, 
Mels et al (2010) examined exposure to wartime events among young and young adults ages 13-
21 in the DRC.  The study compared rates of violence across categories of displacement 
(internally displaced, returnees, non-displaced), and found violence to be the highest among 
those currently displaced, followed by returnees and those who had never experienced 
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displacement.  For example, rates of sexual violence were 12.9% among internally displaced, 
5.6% among returnees, and 4.6% among those who were non-displaced (Mels et al, 2010). 
 While the above-mentioned studies shed light on potential rates of violence in conflict-
affected societies, they are limited by the fact that they do not disaggregate findings between 
adolescents and adults, making it difficult to determine potential variation according to age.  One 
exception to this pattern can be seen in a study by Stark et al (2013) that used the Neighborhood 
Method to examine violence against women and girls in Liberia.  Although this research 
examined violence against both adults and children, rates were disaggregated for those under the 
age of 18, enabling violence against girls to be analyzed separately.  
 A smaller number of studies have focused exclusively on measuring various forms of 
violence against children (Catani et al, 2008; 2009; Karam et al, 2014; Morgos et al, 2007; 
Panter-Brink et al, 2009; Potts et al, 2011; Utsa and Farver, 2010).  For example, in a study of 
violence against internally displaced children ages 6-17 in Sudan, Morgos et al (2007) found that 
17.4% of girls reported being raped and 44% reported witnessing rape.  Catani et al (2008) 
examined multiple types of family violence and war-related events among children ages 9-15 in 
Sri Lanka, and found that 18% reported being injured as a result of violent treatment at home, 
92% reported being slapped, and 4.3% reported witnessing or experiencing sexual violence in 
their home. In their study of sexual abuse against children in Lebanon, Utsa and Farver (2010) 
found that 24% reported at least one type of sexual violence, with 11% occurring before the war, 
5% during the war, and 8% taking place within a year after the war ended. 
 While the rates and types of violence vary by location, these findings emphasize the 
known risk of violence to girls in conflict-affected societies, and highlight the importance of 
examining these issues within the context of the DRC. However, this study also acknowledges 
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that even reported rates of violence by girls emerging from this research will only reflect a 
portion of the total cases occurring in girls’ lives and communities.  In light of the relatively 
limited number of studies examining violence against younger children in conflict-affected 
societies as compared to older adolescents, this study makes a significant contribution to the 
literature, and enables rates of violence against girls in the DRC to be available for comparison 
among those occurring in conflict-affected societies more broadly. 
 
D. Conceptual Framework 
 The conceptual framework for this study is rooted in Ecological Theory (Bronfenbrenner, 
1979), which specifies that all people exist within intersecting spheres, or “systems”—beginning 
with the individual and spanning out to the family, community, and broader society— that 
interact with one another and impact human development and well-being.  Included in this model 
are four primary systems: 1) The “Microsystem,” which includes the individual and immediate 
family relationships; 2) The “Mesosystem,” that includes peer relationships and settings such as 
schools in which “social lives” are conducted; 3) The “Exosystem,” which involves local 
government agencies or other “institutions” that impact social functioning, but within which “an 
individual is not directly involved”; and 4) The “Macrosystem,” which includes national and 
international political, historical, social, and economic factors (Ashford, Lecroy, and Lortie, 
2001).   
 When functioning effectively, these systems represent “layers of support” for children, 
although can also can expose them to various forms of violence, abuse, and exploitation 
(Tripplehorn and Chen, 2006). The origin of these risks factors can stem from conditions in any 
of the systems within which children are situated (Wessells, 2009).  As a result, Ecological 
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Theory necessitates that violence against children cannot be viewed in isolation, and must be 
considered within the context of the multiple systemic factors at play. 
 Ecological Theory has been used in prior studies to depict the dynamics of child abuse 
(Garbarino and Crouter, 1978) as well as violent behavior among adolescents (Garbarino, 1985; 
Tolan and Guerra, 1994).  Ecological Theory has also been adopted by Heise (1998) and Heise et 
al (1999) to depict the dynamics of violence against women. In 2002, the World Health 
Organization (WHO) developed an adapted model of Ecological Theory in its global report on 
violence and health (Krug et al, 2002).    
 According to this model, the examination of violence looks first at individuals, including 
demographic factors and other personal attributes that may impact their risk of exposure to 
violence.  Following this, the second level of analysis involves looking at social relationships— 
including interactions between an individual and their family members, peers and others with 
whom they interact on a regular basis.  Following this, the community level is examined, 
including attributes of neighborhoods and social institutions (schools, churches, etc.) within 
which people live, and how they may be associated with the occurrence of violence.  The final 
level highlighted by WHO is the that of the larger society, which includes national laws, policies, 








Figure 3: Ecological Theory  
 
 This study is based on the adapted version of Ecological Theory reflected in the image 
above.  The value of adopting an Ecological approach in consideration of violence against 
children in humanitarian contexts has been increasingly recognized (Rubenstein and Stark, 2017; 
Kostelny, 2006).  And, studies have used Ecological Theory to examine violence against children 
in a variety of conflict-affected societies (Boxer et al, 2013; Cummings et al, 2017; Kohrt et al, 
2010; Sabri et al, 2013). This study draws upon this work, and considers Ecological Theory to be 
a foundational concept for the consideration of violence against girls in the Democratic Republic 
of the Congo (DRC).  And, in light of the protracted armed conflict that DRC has experienced, 
the conflict is considered to be a de-stabilizing force across spheres of society, with the potential 
to expose girls to multiple forms of violence (Stark and Landis, 2016; Machel, 2001). Further, 
this framework suggests that issues of violence and education for girls in the DRC cannot be 
viewed in isolation, but rather within the context of the larger systems (individual, social 







 At the societal level, the ongoing conflict in the DRC can be seen as impacting the 
country’s overall political, economic and security situation, resulting in ongoing political unrest, 
high rates of poverty, and continued activity by armed groups (Kiernan et al, 2016; United 
Nations, 2017a).  In addition, in light of the high rates of violence that have occurred as a result 
of the war, it is possible for acts of violence to have become “normalized”— the potential for 
which has been documented in other societies impacted by protracted armed conflict (Landis and 
Stark, 2017; Spangaro et al, 2013; Ward, 2002; United Nations, 2013).   
 Pre-existing gender norms at the societal level can also promote discrimination against 
women and girls, which can be exacerbated as a result of armed conflict (Kirk, 2008).  In many 
contexts, gender norms contribute to girls having less involvement in formal education—as 
culturally sanctioned gender roles prioritize domestic duties for females over males, and give less 
of a priority to education for girls as compared to boys (Brock and Cammish, 1997; UNESCO, 
2012; Watson, 2014).  Gender norms may also sanction the practice of early and forced 
marriage—particularly for girls, which can further inhibit girls’ involvement in education as well 
as exposing them to significant health, psychosocial and developmental risks (Glinski et al, 
2015; Jones et al, 2014; Lloyd and Mensch, 2008).    
 As a result of the added stressors created by armed conflict, child marriage also often 
increases as families seek added financial resources for themselves and their daughters, and in 
some cases view marriage as a way to protect their daughters from gender-based violence, or 
prevent them from engaging in premarital sex (Lemmon, 2014; Schlecht et al, 2013; Women’s 
Refugee Commission, 2016).   While discriminatory gender norms can be harmful to girls, more 
equitable views can be transformative, and promote girls’ protection from violence as well as 
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greater levels of participation in broader society—including access to formal education (Marcus 
and Harper, 2014; Neetu et al, 2017; Overseas Development Institute, 2015). 
 At the community level, the potential activity by armed groups represents a significant 
risk to girls’ safety, in light of the well-documented association between armed groups and 
multiple forms of violence against children—and the increased risk of sexual violence 
experienced by girls (Hermenau et al, 2013; Human Rights Watch, 2002; United Nations, 2016).  
In addition, this study will draw upon a growing body of research that has also examined the 
ways in which public spaces are gendered, and can place limits on women’s and girls’ freedom 
of movement and level of safety as compared to that experienced by men and boys (Hallman et 
al, 2014; Moss, 2007; Sharp and McDowell, 2014).  
 For example, Hallman et al (2014) found that gender dynamics and security concerns in 
South Africa resulted in girls having diminished sense of safety and mobility in the public sphere 
once they reached puberty.  In addition, prior qualitative research from the larger study on which 
this manuscript is based found that gender dynamics strongly influenced girls’ feelings of safety 
in public areas in the DRC and Ethiopia (Sommer et al, 2017).  The authors found in particular 
that male-dominated public spaces were described by girls in both contexts as carrying increased 
risks of experiencing gender-based violence (Sommer et al, 2017). As such, it is possible that 
girls’ safety and particular threats of violence may vary according to site as well as other 
contextual factors.   
 Schools also represent a crucial area for consideration at the community level, and 
represent a central area of analysis in this study. Drawing from the field of Education and 
Conflict, this study takes the stance that formal schooling in the DRC is not neutral, and can 
potentially serve as a source of protection for girls from violence, or can expose them to 
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additional risks (Bush and Saltarelli, 2000; Davies, 2011). Spaces within and around schools can 
be associated with gender dynamics, with certain locations having differential levels of safety or 
risk for girls verses boys (Abrahams et al, 2006; Kent, 2004; Leach and Machakanja, 2000; 
Parkes and Heslop, 2011; United States Agency for International Development, 2003).    
 Prior studies of violence in and around school contexts in Sub-Saharan Africa have also 
documented various forms of physical, sexual, and emotional violence against girls by teachers 
and peers (Brown, 2003; Leach et al, 2003; Parkes and Heslop, 2011).  And, in certain contexts, 
teachers have been known to engage in “sex for grades” or other forms of sexual exploitation 
against female students (IBIS, Concern Worldwide, Norwegian Refugee Council, and Save the 
Children, 2014; Rosetti, 2001).  In addition, sexual violence has also been documented in various 
contexts against girls while traveling to and from school (Bisika et al, 2009).  And, as previously 
mentioned, attacks against schools by armed groups been reported in the DRC, which can expose 
girls to multiple forms of violence (Bennouna et al, 2016).  
 At the level of girls’ social relationships, their living arrangements with parents and 
primary caregivers is a key issue for consideration. As a result of the widespread population 
displacement that has occurred within Eastern Congo, children face an increased likelihood of 
becoming separated from their parents or primary caregivers, an occurrence that is well-known 
to increase children’s likelihood of experiencing violence and exploitation (Alliance for Child 
Protection in Humanitarian Action, 2017; Stark et al, 2016; Hepburn, 2006). In addition, girls’ 
relationships with parents/caregivers, peers and other family members can serve as crucial 
sources of social support, and enhance girls’ positive psychosocial well-being (Boyden and 
Mann, 2005; Williams and Alexander, 2009). Or, in light of the known fact that that the majority 
of violence against children occurs by known individuals as opposed to strangers, it is also 
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possible that those with whom children interact in their daily lives may also place them at risk of 
experiencing violence (Ellsberg et al, 2008; Stark and Ager, 2011; UNICEF, 2014a).  
 At the individual level, the fact that all study participants are girls suggests the potential 
likelihood of experiencing an increased risk of discrimination vis-à-vis educational opportunities, 
in light of the fact that girls are often subjected to this more than boys in conflict-affected 
settings (Kirk, 2008). And, it is well-documented that adolescent girls (ages 10-19) are most at 
risk for experiencing sexual violence in conflict-affected societies, suggesting that girls’ age is 
also a potential risk factor at the individual level that may inform their experiences with 
particular forms of violence (UNICEF, 2014b; Falb et al, 2016a).  In addition, girl’s level of 
participation in formal education is crucial to consideration, in light of the potential of schooling 
in conflict-affected societies to increase girls’ knowledge, opportunities, and capabilities (Cahill, 
2010; Mundy and Dryden-Peterson, 2011; Walker and Unterhalter, 2007).  
 Girls’ involvement in paid or unpaid work is also an important factor to consider at the 
individual level, as girls’ involvement in work can potentially interfere with their educational 
opportunities, and certain forms of labor—particularly in conflict-affected societies can expose 
girls to exploitation or increase their likelihood of experiencing violence (Guercello et al, 2015; 
International Labor Organization, 2009; UNESCO Institute for Statistics and UNICEF, 2015). 
Girls’ individual temperament, psychosocial well-being and self-esteem are also factors that can 
contribute to their available to navigate potential threats in their daily environment as well as 
recover and seek necessary help in the event that acts of violence or other stressful events occur 
(Werner and Smith, 1992; Lazarus and Folkman, 1983).   
 Ultimately, this study adopts a “strengths-based” perspective (Cowger, 1994) regarding 
individual girls, recognizing that all girls are unique, and possess varied strengths and 
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vulnerabilities that are related to the complex interplay of their individual background, life 
experiences and social environments (Davies, 1999; Williams and Drury, 2011).  
 Based on this conceptual framework, this study seeks to examine the following 
hypotheses: 
• Hypothesis 1: Girls in this study are likely to report high rates of violence, in 
light of their status as adolescent girls as well as DRC’s experience with 
protracted armed conflict  
• Hypothesis 2: Girls’ experiences with violence are likely to vary based on their 
level of participation in formal education  
• Hypothesis 3: Child marriage is likely to expose girls to higher rates of violence, 
and lower levels of participation in formal education 
• Hypothesis 4: While increasing levels of participation in formal education is 
likely to be associated with lower rates of violence among non-married girls, child 
marriage is likely to moderate this relationship  
• Hypothesis 5: Equitable gender norms on the part of girls and caregivers are 











 This dissertation is based on an analysis of data from a baseline study carried out in the 
Democratic Republic of the Congo (DRC) from May-July 2015 by Columbia University and the 
International Rescue Committee (IRC) as part of a two-arm, wait-list cluster-randomized control 
trial to investigate the incremental effectiveness of a caregiver component to an IRC- run 
violence prevention program for adolescent girls (Falb et al, 2016a; Stark et al, 2017a).  This 
design compared two groups of caregivers, with one receiving the intervention initially and the 
other serving as a control group that received the intervention at a later time.   All girls received 
the program directly without a wait-list design, regardless of the arm of the study to which their 
caregivers were randomized.  
 The baseline study and corresponding program were funded by the UK Department for 
International Development.   The IRC-run program in the DRC utilized “safe spaces” in 
community locations to provide group-based life skills training and mentorship using a 
structured curriculum for adolescent girls between the ages of 10-14. In addition, monthly 
sessions were held for primary caregivers of participating girls. The focus of the program was to 
reduce violence experienced by girls in their daily lives, and to increase girls’ overall safety and 
well-being.   
 Program sites were selected from conflict-affected communities in South Kivu where 
IRC had an established presence.  In total, 14 sites were selected, including eight in the territory 
of Kabare and six in the territory of Uvira. IRC staff met with community members in selected 
locations to provide an overview of the intended intervention, and girls were invited to enroll, 
along with one primary caregiver for each girl.  Eligibility criteria included girls between the 
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ages of 10-14, along with those who spoke either Mashi or Swahili, the two dominant languages 
in the sites of intervention.  Based on the cluster randomized design of the study, groups of girls 
were randomly assigned to either intervention or wait-list control group.  Girls’ groups were 
stratified by age (10-12 years and 13-14 years), location, and language.  And, groups were 
randomized to either the intervention or control arm of the trial.  
 Once girls and caregivers were enrolled in the program, they were also invited to 
participate in the baseline study, which was conducted prior to the start of program 
implementation. All girls and caregivers participating in the program were eligible to take part in 
the study, although some chose to take part only in the intervention without being involved in the 
research component. Girls with cognitive impairment were excluded from study eligibility.  
Prior to the start of the baseline study, the protocol was approved by the Institutional Review 
Board (IRB) at Columbia University as well as the Ministry of Gender, Family and Children in 
South Kivu, DRC.  Informed consent was gathered with caregivers of all girls prior to their girls’ 
enrollment in the study, as well as informed assent from participating girls. In addition, 
caregivers participating the study also gave informed consent for their own involvement.   
 Because the literacy rates were low in study communities, researchers in the baseline 
study sought to obtain informed consent in study languages (Swahili or Mashi) by reading forms 
out loud. Consent or assent was then obtained by signature or thumbprint. Data collectors 
explained that participating or not participating in the survey is purely voluntary and will have no 
effect on their access to benefits of existing or future programs. Prospective subjects and their 
parents/guardians were also told that they were free to withdraw from the study at any time. 
Prospective subjects and their parents/guardians were also assured that utmost efforts would be 
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made to ensure the confidentiality of their responses as well as identifying personal information.  
No form of compensation was provided to participations for their involvement in the study. 
 Detailed ethical safeguards were developed for the study, in line with the World Health 
Organization’s Ethical and Safety protocols for research on violence against women (World 
Health Organization, 2007). IRC and Columbia University, as part of the larger baseline study, 
conducted intensive training for research staff prior to the start of data collection on the 
importance of ensuring privacy, confidentiality and safety of participants, and the negative 
repercussions that may ensue if these are breached.  Staff also signed confidentiality agreements 
as part of their employment contract where possible and stipulate that breaches of confidentiality 
would result in immediate termination.  In addition, IRC and Columbia ensured that efforts to 
engage community leaders and obtain their support of the study did not reveal details about 
sensitive topics to be addressed through the course of data collection. 
 The IRC and Columbia researchers ensured that staff were carefully selected and 
properly trained for minimizing and mitigating the risk of distress to participants. Sections of the 
interview that contain sensitive questions were introduced with normalizing statements to make 
participants feel that whatever answers they give would not be considered “wrong”, surprising or 
judged in a negative way by the interviewer.   Respondents were also informed before and during 
interviews that if they were uncomfortable answering any questions, they could skip them or stop 
the interview at any time. Interviewers were trained to identify participants in distress and stop 
interviews accordingly if caregiver or girls were unable to continue. 
 Quantitative survey methods were used with girls to evaluate attitudes towards a host of 
topics related to physical and financial assets and health-related behaviors.  Included in the 
survey were a number of questions related to gender norms, attitudes towards education, girls’ 
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current enrollment and attendance in formal schooling, and girls’ experiences with various forms 
of violence. Survey data was gathered using Computer-Administered Personal Interviews 
(CAPI) for non-sensitive questions, while Audio Computer-Assisted Self-Interview (ACASI) 
software was used to collect data for questions on the most sensitive issues.  And, the youngest 
girls (10-12 years old) completed an abbreviated version of the questionnaire with certain 
questions removed that were deemed too sensitive based on consultation with local experts.  
Language and literacy issues were taken into account in the development of the CAPI and 
ACASI tools, and survey instruments were field-tested in non-study locations in South Kivu in 
order to ensure that they were adapted to the age, linguistic, and socio-cultural factors of 
intended participants (Falb et al, 2016b). 
 Data files were anonymized and indexed by subject code, and once data was uploaded to 
the external server, it was no longer available on the device itself. This form of data transfer 
reduces the possibility that confidential information will be leaked beyond the intended research 
staff in the event that study devices are lost or stolen. Information linking the subject name to 
subject code was kept at IRC country or regional headquarters to enable linkage of post-program 
assessments, and only de-identified information was stored on the Columbia University 
premises. For baseline study data, the databases at Columbia University used to store the de-
identified information were encrypted (password protected). The computers were also password 
protected. Evaluations were done periodically throughout study to ensure that no harm is being 
done to participants.  
 In addition to conducting the analysis for this dissertation research, the author was 
involved in the development of the tools used for the baseline study, and worked with teams on 
the ground to pilot these tools prior to data collection.  The author also co-led a training for the 
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qualitative research team at the time of the baseline study, and provided on-site technical support 
at the start of baseline data collection. 
 
Limitations  
 A limitation of this research includes the potential issue of social desirability bias—
whereby study participants may have provided answers based on what they perceived to be 
“preferred” or “socially acceptable” responses to certain questions.  For example, girls may have 
either under or over reported their involvement in formal schooling, or their experiences with 
particular forms of violence.  In order to address these issues, the research team emphasized the 
voluntary nature of study participation during the informed consent process, as well as the fact 
that there are no “right or wrong” answers.  The research team also made it clear that 
involvement in the study would not be associated with any forms of compensation, involvement 
in current or future programming, or other benefits.   
 With regard to girls’ reporting of school participation, girls’ responses to survey 
questions related to education were cross-checked during the initial phase of the analysis to 
examine potential discrepancies.  In addition, caregivers’ responses regarding whether or not 
their girls were currently in school were also compared with the answers provided to girls in 
order to enable further verification.  With regard to the issue of girls’ reporting of violence, the 
use of computerized tablets for these and other sensitive questions as described above enabled 
girls to answer these questions with greater anonymity.  In addition, informed consent 
procedures emphasized the fact that participant data would be kept confidential, and that no 
names or other identifying information of girls would be associated with their responses.   
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 Another potential limitation of this research includes the fact that girls and caregivers 
participated voluntarily, suggesting that they may have been more interested in the study, or 
more comfortable discussing certain issues, than individuals who may have chosen to not be 
involved. The research team attempted to address these risks by making study participation 
available to all girls and caregivers involved in the IRC program.  And, as previously mentioned, 
informed consent procedures emphasized the fact that study involvement was not associated with 
benefits or services.  Since only girls and caregivers involved in the IRC program were eligible 
for study participation, there also may be potential differences between these respondents and 
those in non-study locations.  As a result, findings from this research are not generalizable to the 
larger population. 
 An additional limitation of this research can be seen in the fact that data collection did not 
take place directly in school contexts.  And, the study did not include information on the 
locations in which reported forms of violence took place.  As a result, it was not possible to 
determine whether reported acts of violence took place in school settings or other locations.  In 
order to account for this, the study included questions on girls’ perceptions of safety in various 
locations—including school, home and other sites within the community.  Girls’ responses to 
these questions on safety were analyzed by location, along with through a new composite safety 
measure that was created for this dissertation to assess the total number of locations that girls’ 
reported feeling safe.  As a result, it was possible to analyze these responses across the total 
sample, as well as to examine the distribution of girls’ perspectives on safety across levels of 
school participation.  
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F. Data Analysis 
Univariable Analyses 
 All statistical analyses were conducted within STATA 14.  The first phase of the analysis 
involved investigating key demographic measures and girls’ attributes, and their relationship to 
girls’ level of school participation.  For continuous measures, means and standard deviations 
were estimated, and for categorical variables, the frequency and prevalence of each selected 
binary measure were estimated, overall, and separately for girls classified within each of four 
subgroups, based on an ordinal variable with increasing levels of participation in education (0: 
never attended school; 1: attended school, but missed all of last year; 2: attended school last year, 
but missed one or more days in the last week; and 3: attended school last year, and missed no 
days in the last week).  
 The purpose of this examination was to identify potential confounders between girls’ 
attributes and level of participation in education. This process also informed the selection of 
significant variables for inclusion in subsequent multivariable models, which are detailed later in 
the manuscript.  Further, in light of the ordered nature of the education predictor variable, and its 
primary role within the overall study, having an understanding of the ways in which girls’ 
attributes vary across levels of school participation provided a useful basis for further 
examination. 
 Univariable logistic mixed effects regression models, adjusted for age and site, were 
investigated within mixed effects models, for which age and each covariate were entered as fixed 





 The next phase of the analysis involved a series of sequential multivariable mixed effects 
logistic regression models.  For the first two papers involving binary violence outcome variables, 
these models investigated the potential confounding effects of selected covariates on the primary 
relationship between each violence outcome and girls’ level of school participation.  For the third 
paper, girls’ participation in formal education was implemented as an ordinal primary outcome 
variable, so that mixed effects ordinal logistic regression models were used to examine the 
relationship between girls’ and caregivers’ measures on girls’ level of school participation.  
 
Clustered Outcomes 
 Due to the potential role of clustering of classifiers and exposures, such as village-
specific dangers, and clustered outcomes, such as specific violence incidents within 14 separate 
villages, an important element of these statistical analyses was adjusting for the correlations 
among data items within a site (cluster effects).  Another level of clustering occurred due to the 
fact that multiple girls in the survey were part of the same family group, and associated with the 
same primary caregiver. In paper 3, which incorporated both girls’ and caregivers’ variables, 








G. Dissertation Structure  
Based on the framework outlined above, this dissertation explores the intersection 
between violence against girls and formal education in the Democratic Republic of the Congo 
(DRC).  It is centered around three empirical research articles, which are described below: 
 
Article 1: Education and Violence  
The three articles build on one another, and tell a distinct, yet inter-connected story 
regarding the relationship between education and violence for girls in the DRC.  The first article 
includes the full sample of girls (ages 10-14), and examines their experiences with physical, 
sexual, and emotional violence based on their current level of participation in formal education, 
which was defined as a four-level ordinal scale with the following options: 0: never went to 
school; 1: attending some school, but missed all of last year; 2: in school, but missed one or more 
days in the last week; and 3: in school, and missed no days in the last week.  
Figure 4: Article #1† 
 
																																																						
† Note: Arrows in these figures represent relationships, but are not intended to reflect causation 
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The central question of this article is how girls’ experiences with violence vary based on 
their level of school participation.  Findings from this analysis demonstrate a highly significant 
relationship between higher levels of school participation, and lower rates of physical and sexual 
violence.  In most cases, girls who reported perfect attendance in the last week (the highest level 
of school participation), were associated with the lowest overall prevalence of violence, while 
the highest was observed among girls who never went to school (the lowest level of school 
participation). Findings also suggest a significant relationship between girls’ age and risk of 
experiencing physical and sexual violence—with younger girls facing an increased likelihood of 
experiencing these forms of violence as compared to older girls.  
 
Article 2: Child Marriage, Education and Violence  
The second article builds upon these issues by examining the linkages between girls’ 
participation in formal education and exposure to violence, although also incorporates the 
moderating effect of child marriage in relation to these issues.  The sample for this article is the 
older set of girls within the larger study (ages 13-14), in light of the fact that the issue of 
marriage was only asked about to girls within the older age range. This paper also adjusts for 
other individual and demographic characteristics of girls, in order to determine potential 







Figure 5: Article #2 
 
 
The central question of this article was how early marriage moderates the association 
between girls’ school participation and exposure to violence—in light of the protective role seen 
in the first article provided by formal education vis-à-vis girls’ exposure to violence.  A primary 
finding that emerges from this study is an association between girls who were married, and lower 
levels of participation in formal education. As compared to non-married girls, those who were 
married completed less school overall, and were less likely to reach the highest level of current 
school participation. In addition, being married was associated with significantly higher rates of 
violence (physical, sexual, and emotional). Although higher levels of school participation were 
associated with a reduced risk of violence among non-married girls, these differences were not 









Reported rates of self-esteem were also lower among married as compared to non-
married girls.  Girls who were married also did not experience a significant relationship between 
higher levels of education, and an increased sense of hope that was observed among non-married 
girls.  Taken cumulatively, findings from this study suggest that child marriage is negatively 
associated with girls’ safety, education and well-being, and that efforts to prevent its occurrence 
in the DRC and beyond are urgently needed. 
 
Article 3: Girls’ and Caregivers’ Gender Norms and Education  
The third article builds upon the findings of the first two, and examines the relationship 
between girls’ and caregivers’ gender norms—and their relationship to girls’ participation in 
formal education.  The sample for this analysis was the full sample of girls (ages 10-14), as well 
as their matched caregivers.  The article controls for key girls’ and caregivers’ attributes, 
although the focus of the analysis is on gender norms held by both girls and caregivers.   
Figure 6: Paper #3 
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The central question of this article surrounds how gender norms of girls and caregivers 
influence girls’ participation in formal education, as well as how girls’ exposure to violence 
further affects these outcomes.  Findings from this article suggest that both girls’ and caregivers’ 
gender norms were significantly related to girls’ current level of school participation, with more 
equitable viewpoints associated with higher levels of school participation. A notable finding of 
this research is also that, when examined jointly within the same model, caregivers’ gender 
norms took prominence with regard to certain measures. 
Taken cumulatively, findings from this article highlight the powerful role of gender 
norms in impacting girls’ involvement in formal education—and emphasize the need to engage 
in interventions to change harmful gender norms not only at the level of individual girls, but also 

























II. Article 1: 
 
The School Participation Effect: Investigating Violence and Formal Education 






Little is known about the differential experiences with violence for girls in conflict-affected 
societies based on their involvement in formal education. A quantitative survey was conducted 
with girls between the ages of 10-14 across 14 sites in South Kivu, Democratic Republic of the 
Congo.  The prevalence of three forms of violence (physical, emotional, sexual) was estimated 
across four levels of participation in formal education, and multivariable mixed effects logistic 
regression models were used to compare girls’ increasing levels of education to those who 
reported never attending school.  Trend tests across the four levels of education were conducted 
for each violence outcome.  Girls’ higher levels of participation in formal education were 
significantly associated with lower reported rates of physical and sexual violence. Findings 
suggest a significant protective effect of formal education on girls from physical and sexual 
violence.  Findings also suggest a significant relationship between girls’ age and risk of 
experiencing physical and sexual violence—with younger girls facing an increased likelihood of 











In societies affected by armed conflict, children face an increased risk of exposure to 
violence (Stark and Landis, 2016; Machel, 2001). In addition to the direct risks of conflict-
related violence that children may encounter, war disrupts the protective structures in children’s 
lives, creating conditions in which multiple forms of violence, exploitation, and abuse can occur 
(Cummings et al, 2017; Tripplehorn and Chen, 2006).  The association between armed conflict 
and acts of sexual violence—both by armed groups as well as at the family and community 
levels—has been well-documented (McKay, 1998; Sidebotham, et al, 2016; Stark and Wessells, 
2012).  And, although sexual violence impacts boys as well as girls, female adolescents between 
the ages of 10-19 are believed to be among those most at risk in societies impacted by armed 
conflict (Falb et al, 2016a; Global Protection Cluster, 2013, United Nations Children’s Fund, 
2014b). As a result of the multiple stressors emerging during and in the aftermath of war, 
physical and emotional violence are also believed to increase –also impacting children (Catani et 
al, 2008; Mels et al, 2010; Panter-Brick et al, 2009).  
Armed conflict can also be particularly detrimental to children’s education. In 2011, 
UNESCO estimated that there were 28 million primary school-age children in conflict-affected 
societies who were not attending school (UNESCO, 2011).  And, it is believed that nearly half of 
all children worldwide who are not enrolled in formal school live in conflict-affected states 
(Munoz, 2010; United Nations, 2014b).  Although conflict can negatively impact education for 
all children, girls are often particularly disadvantaged (UNESCO, 2011).  Parents with limited 
resources often prioritize sending sons to school over daughters, and this practice often increases 
due to the added financial strain created by war (Kirk, 2008). Similarly, early marriage and 
teenage pregnancy— well-known barriers to girls’ education in all contexts — also often 
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increase for various reasons during and after times of conflict (Murphy et al, 2011; Falb et al, 
2016a). These issues are further complicated by the fact that large numbers of girls in societies 
impacted by war do not have access to education due to challenges such as school closures, 
security risks, and shortages of necessary resources and personnel (Kirk, 2007; Lai, and Thyne, 
2007; Mundy and Dryden-Peterson, 2011; Poirier, 2012).   
Even for those who are able to attend school, there is increasing awareness that education 
itself in conflict-affected societies can expose girls to various forms of harm, including acts of 
violence in and around school contexts (Kirk and Winthrop, 2006; Leach and Mitchell, 2006; 
UNGEI and UNESCO, 2013). And, gender inequalities within societies—which conflict often 
exacerbates—can be reproduced within educational settings to the particular disadvantage of 
girls (Mundy and Dryden-Peterson, 2011; Kirk, 2008). Education can also promote conflict if 
curricula and other teaching modalities are used that perpetuate violence or discrimination 
(Burde et al, 2011; Bush and Saltarelli, 2000). Schools themselves have also increasingly come 
under attack by armed groups, creating significant risks—including violence— for students and 
education personnel (Bennouna et al, 2016; Global Coalition to Protect Education from Attack, 
2014).   
In spite of these challenges, the potential benefits of formal education to the safety and 
well-being of girls in conflict-affected societies are well-known (Anderson and Hofmann, 2010; 
Buckland, 2011; Eschenbacher, 2009).  And, education in emergency contexts and fragile states 
has increasingly been viewed as not only valuable, but essential (Burde, 2005; Inter-Agency 
Network for Education in Emergencies, 2010).  When functioning as they are intended, schools 
not only equip girls for the future, but provide life-saving information to help them mitigate 
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potential child protection risks, and increase their capacity to identify, report, and respond to 
various forms of violence (Alexander et al, 2010; Nicolai and Triplehorn, 2003; Wargo, 2010). 
In light of these issues, the question emerges of how girls’ experiences with violence in 
conflict-affected societies may vary according to their level of participation (or lack thereof) in 
formal education.  Existing data on this subject is relatively sparse.  For, although a growing 
body of literature exists that documents the occurrence of violence against children in and around 
school contexts, these studies almost exclusively focus on in-school children, and do not capture 
information about students not involved in formal education (IBIS, Concern Worldwide, 
Norwegian Refugee Council, and Save the Children, 2014; Leach, 2008; Leach et al, 2014; 
Rosetti, 2001).  Or, studies that investigate violence against children in conflict-affected societies 
more broadly tend to focus on prevalence rates of particular types of violence, or the health and 
well-being of survivors, without examining the relationship between violence and education (Ertl 
et al, 2014; Potts et al, 2011; Morgos et al, 2007).  As such, significant gaps in the literature 
exist.  And, it is difficult to determine the role that formal education (or its absence) may play 
vis-à-vis violence in the lives of girls.  
This study examines the relationship between girls’ level of participation in formal 
education, and their experiences with various forms of violence, using the Democratic Republic 
of the Congo (DRC) as a case study.  The primary research question for this paper is as follows:  
1) How does girls’ exposure to violence vary according to their level of participation in 
formal education, when accounting for Ecological factors at the individual, social 
relationship, and community levels? 
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There are no peer-reviewed studies examining the relationship between education and 
violence in the DRC, let alone ones that investigate differences in exposure to violence based on 
children’s (or girls’) varying levels of school participation, allowing findings from this research 




For more than 20 years, protracted armed conflict has created a complex humanitarian 
landscape in the Democratic Republic of the Congo (DRC).  In 2007, it was estimated that that 
the war had caused more than 5.4 million deaths since 1998 (International Rescue Committee, 
2007)—a number that has only increased in recent years.  Ongoing internal conflict has been 
further complicated by periodic food insecurity, natural disasters, disease outbreaks, and 
widespread population displacement.  At the end of 2016, the UN estimated that 6.9 million 
people in the DRC were in need of urgent humanitarian assistance, including 4.2 million children 
(United Nations Office for the Coordination of Humanitarian Affairs, 2016). It is estimated that 
there are 463,968 refugees from the DRC living externally, and the country is home to an 
estimated 467,473 refugees from other nations (United Nations High Commissioner for 
Refugees, 2017).  
Eastern DRC has been particularly hard-hit by recent conflict (Falb et al, 2016a; United 
Nations, 2017a). And, it is estimated that one out of ten people in Eastern DRC were forcibly 
displaced over the past ten years (OCHA, 2016).  All study sites were located in South Kivu, a 
region that has received the largest influx of refugees from Burundi in recent years, creating 
additional strain on host communities as well as fluid population movements (UNHCR, 2016). 
Multiple armed groups remain active in South Kivu—creating security challenges for civilians 
and involving clashes between non-state actors, the government army and as well as UN 
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Peacekeeping forces (United Nations, 2017a).  And, South Kivu has also seen a regular influx of 
displaced persons fleeing conflict in North Kivu or other regions of the country (OCHA, 2017).  
As a result of these conditions, an estimated 709,700 people in South Kivu were determined by 
the United Nations to be in need of humanitarian assistance at the end of 2016 (OCHA, 2016).    
The years of conflict in DRC have also resulted in widespread rape and other forms of 
gender-based violence, with women and girls most affected.  Cases of sexual violence continue 
to be widely documented, particularly in Eastern Congo (Bartels et al, 2010; Callaghan et al, 
2013; Kalisya et al, 2011).  And, UN-led monitoring efforts regularly document the occurrence 
of sexual violence and other “grave” violations against children by armed forces (United 
Nations, 2016).   
The conflict has also had a significant impact on children’s access to education, with 
many missing out on years of formal schooling during the war.  It is estimated that more than 7 
million children of primary school age are out of school, comprised primarily by those in 
conflict- affected regions as well as those from the poorest households (Ackerman, Greubel and 
Winthrop, 2013). In addition, schools in the Congo have regularly been the sites of attacks by 
armed groups, which impair the conditions of school buildings and create significant security 
risks for teachers and students (Bennouna et al, 2016; United Nations, 2014a). In 2010, the 
government adopted a policy to facilitate the gradual elimination of primary school fees 
throughout the country, although this policy has not yet been fully implemented (Walther, 2013).  
Primary and secondary school in the DRC each have six years, although shorter 
vocational tracks are also available at the secondary level (Cellule Technique pour les 
Statistiques de l’Education, 2015).  According to national data, attendance rates drop 
significantly from primary (80% attending) to secondary (43% attending) school (Ministère du 
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Plan et Suivi de la Mise en oeuvre de la Révolution de la Modernité, Ministère de la Santé 
Publique and ICF International, 2014). Across the country, enrollment rates are also higher for 
boys than girls at both the primary and secondary school levels.  These patterns can also be seen 
in South Kivu, where the rate of girls’ enrollment in primary school is estimated to be (48.5%), 





The conceptual framework for this study is rooted in Ecological Theory (Bronfenbrenner, 
1979), which specifies that all people exist within intersecting spheres, or “systems”—beginning 
with the individual and spanning out to the family, community, and broader society— that 
interact with one another and impact human development and well-being.  When functioning 
effectively, these systems represent “layers of support” for children, although can also can 
expose them to various forms of violence, abuse, and exploitation (Tripplehorn and Chen, 2006). 
The origin of these risks factors can stem from conditions in any of the systems within which 
children are situated (Wessells, 2009).  As a result, Ecological Theory necessitates that violence 
against children cannot be viewed in isolation, and must be considered within the context of the 
multiple systemic factors at play. 
Ecological Theory has been used in prior studies to depict the dynamics of child abuse 
(Garbarino and Crouter, 1978) as well as violent behavior among adolescents (Garbarino, 1985; 
Tolan and Guerra, 1994).  Ecological Theory has also been adopted by Heise (1998) and Heise et 
al (1999) to depict the dynamics of violence against women. In 2002, the World Health 
Organization (WHO) developed an adapted model of Ecological Theory in its global report on 
violence and health (Krug et al, 2002).   According to this model, the examination of violence 
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looks first at individuals, including demographic factors and other personal attributes that may 
impact their risk of exposure to violence.  Following this, the second level of analysis involves 
looking at social relationships— including interactions between an individual and their family 
members, peers and others with whom they interact on a regular basis.  Following this, the 
community level is examined, including attributes of neighborhoods and social institutions 
(schools, churches, etc.) within which people live, and how they may be associated with the 
occurrence of violence.  The final level highlighted by WHO is the that of the larger society, 
which includes national laws, policies, and prevailing social norms (Krug et al, 2002). 
The value of adopting an Ecological approach in consideration of violence against 
children in humanitarian contexts has been increasingly recognized (Rubenstein and Stark, 2017; 
Kostelny, 2006).  And, studies have used Ecological Theory to examine violence against children 
in a variety of conflict-affected societies (Boxer et al, 2013; Cummings et al, 2017; Kohrt et al, 
2010; Sabri et al, 2013).  In light of the protracted armed conflict that DRC has experienced, the 
conflict is considered to be a de-stabilizing force across spheres of society, with the potential to 
expose girls to multiple forms of violence (Stark and Landis, 2016; Machel, 2001). Further, this 
framework suggests that issues of violence and education for girls in the DRC cannot be viewed 
in isolation, but rather within the context of the larger systems (individual, social relationships, 
community, society) within which they are situated.  
At the societal level, the ongoing conflict in the DRC can be seen as impacting the 
country’s overall political, economic and security situation, resulting in ongoing political unrest, 
high rates of poverty, and continued activity by armed groups (Kiernan et al, 2016; United 
Nations, 2017a).  In addition, in light of the high rates of violence that have occurred as a result 
of the war, it is possible for acts of violence to have become “normalized”— the potential for 
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which has been documented in other societies impacted by protracted armed conflict (Landis and 
Stark, 2017; Spangaro et al, 2013; Ward, 2002; United Nations, 2013).  
At the community level, the potential activity by armed groups represents a significant 
risk to girls’ safety, in light of the well-documented association between armed groups and 
multiple forms of violence against children—and the increased risk of sexual violence 
experienced by girls (Hermenau et al, 2013; Human Rights Watch, 2002; United Nations, 2016).  
In addition, this study will draw upon the work of Hallman et al (2015), who note that girls’ 
safety and freedom of movement at the community level can vary based on their age, ascribed 
gender roles, and other security risks in particular communities. As such, it is possible that girls’ 
safety and particular threats of violence may vary according to site as well as other contextual 
factors. 
Schools also represent a crucial area for consideration at the community level, and 
represent a central area of analysis in this study. Drawing from the field of Education and 
Conflict, this study takes the stance that formal schooling in the DRC is not neutral, and can 
potentially serve as a source of protection for girls from violence, or can expose them to 
additional risks (Bush and Saltarelli, 2000; Davies, 2011). For example, prior studies of violence 
in and around school contexts in Sub-Saharan Africa have documented various forms of 
physical, sexual, and emotional violence against girls by teachers and peers (Brown, 2003; Leach 
et al, 2003; Parkes and Heslop, 2011).  And, in certain contexts, teachers have been known to 
engage in “sex for grades” or other forms of sexual exploitation against female students (IBIS, 
Concern Worldwide, Norwegian Refugee Council, and Save the Children, 2014; Rosetti, 2001).  
In addition, sexual violence has also been documented in various contexts against girls while 
traveling to and from school (Bisika et al, 2009).  And, as previously mentioned, attacks against 
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schools by armed groups been reported in the DRC, which can expose girls to multiple forms of 
violence (Bennouna et al, 2016). 
At the level of girls’ social relationships, their living arrangements with parents and 
primary caregivers is a key issue for consideration. As a result of the widespread population 
displacement that has occurred within Eastern Congo, children face an increased likelihood of 
becoming separated from their parents or primary caregivers, an occurrence that is well-known 
to increase children’s likelihood of experiencing violence and exploitation (Alliance for Child 
Protection in Humanitarian Action, 2017; Stark et al, 2016; Hepburn, 2006). In addition, girls’ 
relationships with parents/caregivers, peers and other family members can serve as crucial 
sources of social support, and enhance girls’ positive psychosocial well-being (Boyden and 
Mann, 2005; Williams and Alexander, 2009). Or, in light of the known fact that that the majority 
of violence against children occurs by known individuals as opposed to strangers, it is also 
possible that those with whom children interact in their daily lives may also place them at risk of 
experiencing violence (Ellsberg et al, 2008; Stark and Ager, 2011; UNICEF, 2014a).  
At the individual level, the fact that all study participants are girls suggests the potential 
likelihood of experiencing an increased risk of discrimination vis-à-vis educational opportunities, 
in light of the fact that girls are often subjected to this more than boys in conflict-affected 
settings (Kirk, 2008). And, it is well-documented that adolescent girls (ages 10-19) are most at 
risk for experiencing sexual violence in conflict-affected societies, suggesting that girls’ age is 
also a potential risk factor at the individual level that may inform their experiences with 
particular forms of violence (UNICEF, 2014b; Falb et al, 2016a).   
In addition, girl’s level of participation in formal education is crucial to consideration, in 
light of the potential of schooling in conflict-affected societies to increase girls’ knowledge, 
		 67	
opportunities, and capabilities (Cahill, 2010; Mundy and Dryden-Peterson, 2011; Walker and 
Unterhalter, 2007). Girls’ involvement in paid or unpaid work is also an important factor to 
consider at the individual level, as girls’ involvement in work can potentially interfere with their 
educational opportunities, and certain forms of labor—particularly in conflict-affected societies 
can expose girls to exploitation or increase their likelihood of experiencing violence (Guercello 
et al, 2015; International Labor Organization, 2009; UNESCO Institute for Statistics and 
UNICEF, 2015).  
Girls’ individual temperament, psychosocial well-being and self-esteem are also factors 
that can contribute to their available to navigate potential threats in their daily environment as 
well as recover and seek necessary help in the event that acts of violence or other stressful events 
occur (Werner and Smith, 1992; Lazarus and Folkman, 1983).  Ultimately, this study adopts a 
“strengths-based” perspective (Cowger, 1994) regarding individual girls, recognizing that all 
girls are unique, and possess varied strengths and vulnerabilities that are related to the complex 
interplay of their individual background, life experiences and social environments (Davies, 1999; 
Williams and Drury, 2011).    
In light of these issues, this study seeks to examine the following hypotheses:  
• Hypothesis 1: Girls in this study are likely to report high rates of violence, in 
light of their status as adolescent girls as well as DRC’s experience with 
protracted armed conflict  
• Hypothesis 2: Girls’ experiences with violence are likely to vary based on their 










This paper is based on an analysis of data from a baseline study carried out in the 
Democratic Republic of the Congo (DRC) from May-July 2015 by Columbia University and the 
International Rescue Committee (IRC) as part of a two-arm, wait-list cluster-randomized control 
trial to investigate the incremental effectiveness of a caregiver component to an IRC- run 
violence prevention program for adolescent girls (Falb et al, 2016a; Stark et al, 2017a).  The 
baseline study and corresponding program were funded by the UK Department for International 
Development.   The IRC-run program in the DRC utilized “safe spaces” in community locations 
to provide group-based life skills training and mentorship using a structured curriculum for 
adolescent girls between the ages of 10-14. In addition, monthly sessions were held for primary 
caregivers of participating girls. The focus of the program was to reduce violence experienced by 
girls in their daily lives, and to increase girls’ overall safety and well-being.   
Program sites were selected from conflict-affected communities in South Kivu where 
IRC had an established presence.  In total, 14 sites were selected, including eight in the territory 
of Kabare and six in the territory of Uvira. IRC staff met with community members in selected 
locations to provide an overview of the intended intervention, and girls were invited to enroll, 
along with one primary caregiver for each girl.  Eligibility criteria included girls between the 
ages of 10-14, along with those who spoke either Mashi or Swahili, the two dominant languages 
in the sites of intervention.  Girls’ groups were stratified by age (10-12 years and 13-14 years), 
location, and language.  And, groups were randomized to either the intervention or control arm 
of the trial.  
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Once girls and caregivers were enrolled in the program, they were also invited to 
participate in the baseline study, which was conducted prior to the start of program 
implementation. All girls and caregivers participating in the program were eligible to take part in 
the study, although some chose to take part only in the intervention without being involved in the 
research component. Girls with cognitive impairment were excluded from study eligibility.  
Prior to the start of the baseline study, the protocol was approved by the Institutional 
Review Board (IRB) at Columbia University as well as the Ministry of Gender, Family and 
Children in South Kivu, DRC. Informed consent was gathered with caregivers of all girls prior to 
their girls’ enrollment in the study, as well as informed assent from participating girls.  Detailed 
ethical safeguards were developed for the study, on which the research team received in-depth 
training, in line with the World Health Organization’s Ethical and Safety protocols for research 
on violence against women (World Health Organization, 2007).  All participants took part in the 
study voluntarily, and no form of compensation was provided to respondents.  
Quantitative survey methods were used with girls to evaluate attitudes towards a host of 
topics related to physical and financial assets and health-related behaviors.  Included in the 
survey were a number of questions related to gender norms, attitudes towards education, girls’ 
current enrollment and attendance in formal schooling, and girls’ experiences with various forms 
of violence. Survey data was gathered using Computer-Administered Personal Interviews 
(CAPI) for non-sensitive questions, while Audio Computer-Assisted Self-Interview (ACASI) 
software was used to collect data for questions on the most sensitive issues.  And, the youngest 
girls (10-12 years old) completed an abbreviated version of the questionnaire with certain 
questions removed that were deemed too sensitive based on consultation with local experts.  
Language and literacy issues were taken into account in the development of the CAPI and 
		 70	
ACASI tools, and survey instruments were field-tested in non-study locations in South Kivu in 
order to ensure that they were adapted to the age, linguistic, and socio-cultural factors of 
intended participants (Falb et al, 2016b). 
Data from the girls’ baseline survey, which included a total sample of 869 girls between 
the ages of 10-14, were used for this analysis.  This sample size was calculated to allow for a 
potential attrition rate of 25% for girls across the duration of the program, and to facilitate an 
80% power to detect a Cohen’s effect size of d=0.03 between treatment and control groups (with 






The outcome variables for the study focus on three primary forms of violence: sexual, 
physical, and emotional.  Sexual violence was measured in terms of whether girls reported 
experiencing any of the following acts in the last 12 months: unwanted sexual touching, sexual 
coercion, sex in exchange for favors, or forced sex, all of which were measured as “yes/no” 
responses.  Questions on the first three individual types were asked to girls of all ages (10-14 
years), while the question on forced sex was asked only to girls in the older age group (13-14 
years).  
Two new composite types of sexual violence were also derived from original survey 
questions based on these individual violence types.  Sexual violence composite 1 included the 
three individual violence types that were asked to all girls (10-14 years), and was defined as girls 
who reported experiencing any of the following in the last 12 months: unwanted sexual touching 
OR sexual coercion OR sex in exchanged for favors.  Sexual violence composite 2 was defined 
as girls who reported experiencing any of the four individual types of sexual violence in the last 
		 71	
12 months: unwanted sexual touching OR sexual coercion OR sex in exchange for favors OR 
forced sex.   Since sexual violence composite 2 included the question on forced sex that was 
asked only to older girls (13-14 years), this composite measure was only examined for girls 
within the older age range.  
Physical violence was measured in terms of a single question in the girls’ survey, which 
asked girls to report whether anyone has “hit or beaten” in the last 12 months, to which girls 
gave “yes/no” responses.  
Emotional violence was measured in terms of the three individual types of emotional 
violence occurring with the last 12 months.  These violence types included: “loud or aggressive 
screaming”; being “called bad things or having someone saying mean things to you”; or feeling 
“not cared for by the person who should care for you.”  Each of these individual types of 
emotional violence were measured in terms of “yes/no” responses.  A composite type of 
emotional violence was also derived, defined as girls who reported experiencing any of the 
following in the last 12 months: Screamed at Loudly OR Aggressively OR Threats/Verbal 
Coercion OR Emotional Neglect. 
 
Primary Predictor Variable: 
 The primary predictor variable used in this paper was girls’ “level of participation in 
formal education.” Based on original questions from the girls’ survey, a four-level ordered 
variable that was derived to include the following levels: 0: never attended school; 1: attended 
school, but missed all of last year; 2: attended school last year, but missed one or more days in 






Based on the study’s Ecological Framework, control variables were selected to coincide 
with the first three levels mentioned in the WHO adaptation of Ecological Theory: individual 
(e.g. age, level of school participation, etc.); social relationships (e.g. having an adult to give 
advice; having female friends girls’ age outside the family, etc.); and community level (e.g. girls’ 
perceptions of safety).  The fourth level used in WHO’s framework (larger society) was not 
addressed by the survey.  An overview of these measures is below:   
In addition to the primary predictor variable, girls’ education was also measured based on 
the highest grade girls had completed at the time of the survey, which was measured as a 
continuous variable.  
Girls’ age was measured as a continuous variable, with possible ages between 10-14 
years.  Girls’ living arrangements were also measured in terms of the extent to which they were 
living with their biological parents.  An ordered scale was derived with the following options: 1: 
living with both parents; 2: living with mother only; 3: living with father only; 4: living with 
neither parent. 
Girls’ involvement in paid or unpaid work was measured in terms of whether they had 
“ever worked for money or other payment outside of household chores,” which was scored as a 
“yes/no” question.  Girls were also asked if they had “worked outside the home for money or 
other payment in the last 12 months,” which was scored as a “yes/no” question.  Finally, girls 
were asked if they had “worked in the last 12 months outside of regular household chores, but 
were not paid,” which was also scored as a “yes/no” question. 
Girl’s social relationships were examined through two questions, with one focusing on 
social support from adults, while the other focused on girls’ relationships with non-familial 
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female peers.  The nature of girls’ relationships with adults was measured in terms of whether a 
reported “having an adult in her life to give advice”, which was coded as a “yes/no” question.  In 
addition, girls’ relationships with peers was measured by whether girls reported “having female 
friends their own age outside of their family,” which was coded as a “yes/no” question. 
Girls’ perceptions of safety were measured in terms of whether they reported feeling safe 
at the following locations: home, school, a friends’ house’ a neighbor’s house; and at a 
community location with other girls.  Girls’ responses were evaluated for each individual 
location.  In addition, an ordered response was derived for girls’ perceptions of safety outside of 
school, calculating the number of locations girls reported feeling safe (with a possible score of 0-
4).    
(See Appendix B for a table of all research measures included in this article.) 
 
Data Analysis  
 
All statistical analyses were conducted within STATA 14.  For continuous measures, a 
nonparametric test for trend across the levels of participation in formal education was 
implemented.  The percent of each selected item within the three domains (sexual, physical, 
emotional) of violence, as well as derived composite measures, was estimated for each of the 
four levels of girl’s participation in formal education using the tabulate function.   
Multivariable logistic regression models, investigating the potential confounding effects of 
selected covariates, say xij3, xij4, …, xijp, on the primary relationship between the trend in each 
selected violence outcome on the level of school participation, were investigated within mixed 
effects models written as: logit{Pr(yij =1) | pij, ageij, xij3, …, xijp, bj} = β0 + β1pij + β2ageij + β3xij3 + 
β4xij4 + … + βpxijp + sitej,where pij ,ageij and xijk, for the k=3, …, p potential confounders, are 
each included as fixed effects, and the sitej are estimated as random effects.   
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For each of the three primary outcome variables, a series of sequential multivariable 
models were implemented to examine the potential confounding effects of the selected covariates 
on the association between girls’ level of participation in formal education and each of the 
primary outcomes.  As mentioned above, the three primary outcome variables were: sexual 
violence composite 1 (unwanted sexual touching OR sexual coercion OR sex in exchanged for 
favors); sexual violence composite 2 (unwanted sexual touching OR sexual coercion OR sex in 
exchange for favors OR forced sex).  All covariates included in sequential models were 
examined for potential multi-collinearity. The Akaike’s information criterion (AIC) was used in 
the sequential model process to examine the incremental predictive ability of each additional 




Demographic Measures and Girls’ Attributes  
 
The first phase of the analysis involved investigating key demographic measures and 
girls’ attributes, and their relationship to girls’ level of school participation, as depicted in Table 
1.  The purpose of this examination was to identify potential confounders between girls’ 
attributes and level of participation in education. This process also informed the selection of 
significant variables for inclusion in subsequent multivariable models, which are detailed later in 
the manuscript.  Further, in light of the ordered nature of the education predictor variable, and its 
primary role within the overall study, having an understanding of the ways in which girls’ 
attributes vary across levels of school participation provided a useful basis for further 
examination (see Table 1). 
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Table 1: Girls’ Demographic Measures, Social Relationships, and Perceptions of Safety by 











Missed 1+ Days 
Last Week 
(n=154) 
Missed 0 Days 
Last Week 
(n=231) 
Trend Test by 
Level of School 
Participation 
(Adjusted for 
Age and Site) 
Girls’ Age (mean) 12.037 11.899 12.211 11.987 11.948 p=0.630 
 
Girls Living with Biological Parents (percent) 
     Both parents 59.7 61.2 56.8 63.0 60.2 p=0.225 
     Mother only 27.9 28.1 29.4 21.4 30.3 p=0.870 
     Father only  3.2 1.1 4.0 03.9 3.5 p=0.304 
     Neither parent  9.1 9.6 9.9 11.7 6.1 p=0.053 
 
Highest Grade of School 
Completed (mean) 
2.705 0.000 2.831 3.571 4.039 p<0.001*** 
 
Girls’ Involvement in Paid and Unpaid Work Outside of Household Chores (percent) 
Ever worked for money or other 
payment  19.8 22.5 20.5 15.6 19.8 p= 0.330 
Worked for money or other 
payment in the last 12 months  17.7 0.208 19.1 13.6 16.0 p= 0.115 
Unpaid work in the last 12 
months 12.4 12.9 14.9 11.0 9.5 p= 0.127 
 
Girls’ Social Relationships (percent) 
Girls has an adult in her life to 
give her advice  81.3 79.7 80.6 81.2 83.5 p=0.043* 
Girl has female friends her own 
age outside of her family  86.0 79.2 87.1 89.0 87.9 p=0.140 
 
Girls’ Perceptions of Safety  
Girl feels safe at school 
(percent)  (n=577) 95.0 N/A 94.8 96.8 93.9 p=0.671 
Sum of girls’ perception of 
safety outside of school (0-4) 
(mean) 
3.461 3.222 3.483 3.545 3.558 p=0.007** 





Across the total sample, the average age of girls participating in the study was 12 years 
old.  The majority (59.7%) reported living with both parents, followed by those living only with 
their mothers (29.7%).  The study also examined girls’ involvement in paid and unpaid work 
outside of household chores, and found that rates were 17.7% for paid work, and 12.4% for 
unpaid work within the last 12 months.  Neither girls’ age, living arrangements with biological 
parents, or work status were significantly related to girls’ level of participation in education (see 
Table 1). 
More than 50% of girls in the total sample reported being out of school over the last year, 
including those who had never been to school (n=178) and those who had been to school at some 
point, but missed all of previous year (n=303). (Table 1).  Among girls who had attended some 
school, but were absent for the last year (n=303), the vast majority (89.7%) listed economic 
constraints (“family could not afford”) as the primary reason they were out of school. For girls 
currently in school (n=385), “sickness or social service visits” (35.1%) was the most prevalent 
cause of their most recent school absence, followed by “economic constraints” and “household 
responsibilities” (with a combined percent of 24.2).  
Assuming that girls began school at the expected time (age 6), and progressed to a new 
grade each year, the average highest grade completed for girls would have been 6.036 based on 
the observed sample size in each age group.  However, the average highest grade reported by 
girls in this survey was only 2.705, so that the girls in this sample were an average of three years 
behind their expected grade level. 
On average, the highest grade completed by girls was 2.705, although there was 
significant variation based on girls’ current level of school participation (p<0.001).  The average 
highest grade in school completed by girls was 2.705, which ranged from a high of 4.039 among 
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girls who reported perfect attendance in the last week, to a low of 0.000 among girls who never 
went to school, suggesting that girls who reported higher current levels of school participation at 
the time of the study were also associated with higher grades of completion overall. 
Regarding girls’ social relationships, the majority of girls (81.3%) reporting having an 
adult in their lives who provides them with advice, although this varied significantly by girls’ 
level of school participation (p=0.043), ranging from a high of 83.5% among girls who reported 
perfect attendance in the last week, to a low of 79.7% among girls who never went to school. As 
these findings suggest, girls who reported higher levels of school participation were more likely 
to be connected to supportive adults. In terms of girls’ friendships, the vast majority (86.0%) 
reported having female friends their own age outside of their families, although no significant 
difference was observed across girls’ level of school participation (p=0.140). 
Among girls who had been to school at some point, the vast majority (95.0%) perceived 
school to be a safe location, and rates did not vary significantly across levels of school 
participation (p=0.671).  In terms of girls’ perceptions of safety in locations outside of school, 
girls reported feeling safe in a mean of 3.461 locations, although there was significant variation 
across girls’ level of school participation (p=0.007), with girls in the highest level of school 
participation reporting greater perceptions of safety overall (see Table 1). 
 
 
Univariable Logistic Regression Analysis of Violence Outcomes by Level of Participation in 
Education  
 
As a next step in the investigative process, univariable logistic regression analysis was 
conducted using each individual violence type as an outcome variable, and girls’ level of school 
participation as the primary predictor (Table 2).  These models were also adjusted for girls’ age 
(fixed effect) and site (random effect).  The purpose of this analysis was to determine potential 
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variation in the prevalence rates of violence across girls’ level of school participation, and 
identify which types of violence to examine further through the multivariable analysis (described 
in the following section of this manuscript).  
 
Table 2: Percent of Violence Types (Last 12 Months) and Trend Odds Ratios (95% CIs) for 








(Last 12 Months) 
Total 
(n= 866) 
Level of Participation in Formal Education (n=866) 
Trend in Violence Outcome 






























Touching  15.4 15.1 16.5 19.4 11.7 0.92 (0.77, 1.10) p=0.374 
Sexual Coercion  14.4 17.2 14.6 14.4 12.0 0.79 (0.67, 0.97) p=0.027* 
Sex in Exchange 
for Favors  14.8 16.6 14.6 15.4 13.4 0.89 (0.66, 0.87) p=0.253 
Sexual Violence 
(Composite 1)   26.0 29.1 26.7 28.3 21.3 0.84 (0.72, 0.98) p=0.028* 
Forced Sex  
(n=328) 
(ages 13-14 only) 
17.7 27.9 18.6 12.7 12.1 0.69 (0.51, 0.93) p=0.015* 
Sexual Violence 
(Composite 2)   
(n=368) 
(ages 13-14 only) 





Being Beaten or Hit 42.2 49.1 40.7 47.1 35.3 0.86 (0.75, 0.98) p=0.026* 
 Loud or Aggressive 




Verbal Insults 38.9 37.8 43.0 41.7 32.7 0.91 (0.80, 1.04) p=0.151 
Emotional Neglect  49.0 51.0 50.2 45.7 48.1 0.95 (0.83, 1.08) p=0.436 
Emotional Violence 
(Composite) 71.0 72.6 70.5 72.2 69.7 0.96 (0.84, 1.11) p=0.606 
*p < 0.05, **p<0.01, ***p<0.001 
+ all models adjusted for age and site 
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In the case of sexual violence, two of the four individual types (sexual coercion, forced 
sex) showed significant trends across girls’ levels of school participation (p=0.027: sexual 
coercion; p=0.015: forced sex).  For example, the overall rate of sexual coercion was 14.4%, 
ranging from a high of 17.2% among girls who never went to school, to a low of 12.0% among 
girls who reported perfect attendance in the last week. Similarly, the overall rate of forced sex 
was 17.7%, ranging from a high of 27.9% among girls who never went to school, to a low of 
12.1% among those who reported perfect attendance in the last week (See Table 2). 
Among girls (ages 13-14 years) who reported ever experiencing forced sex (n=71), there 
was a significant positive association (p=0.026) between younger age of first occurrence and 
higher levels of participation in formal education. In particular, the highest rate of girls who 
experienced forced sex below the age of five was found among those who never attended school 
(61.1%), declining to a low of 23.1% for girls who reported perfect attendance in the last week.  
Both of the composite types of sexual violence also showed significant trends across 
levels of school participation (p=0.028: sexual violence composite 1; p=0.008: sexual violence 
composite 2).  For sexual violence composite 1, the overall rate was 26.0%, ranging from a high 
of 29.1% among girls who never went to school, to a low of 21.3% among girls who reported 
perfect attendance in the last week. The overall rate of sexual violence composite 2 was 26.9%, 
ranging from a high of 34.3% among girls who never went to school, to a low of 18.5% among 
girls who reported perfect attendance in the last week.  
Similarly, rates of physical violence decreased with increasing levels of girls’ 
participation in formal education, also showing a significant trend (p=0.026).  The overall rate of 
physical violence was 42.2%, ranging from a high of 49.1% among girls who never went to 
school, to a low of 35.3% among girls who reported perfect attendance in the last week.  
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In the case of emotional violence, the reported rate was high for each of the individual 
types as well as the composite measure, with overall rates of 44.0% (loud and aggressive 
screaming), 38.9% (verbal insults), 49.0% (emotional neglect); and 71.0% (emotional violence 
composite). In contrast to physical and sexual violence, no significant difference was observed 
for emotional violence across levels of participation in formal education (Table 2). 
For all forms of violence for which perpetrator types were reported, “boyfriend or 
husband” was the most prevalent, followed by “parent or caregiver” and “friend or neighbor.”  
Perpetrator types were also examined across levels of school participation.  Parents or caregivers 
were less likely to be reported as the perpetrators of unwanted sexual touching by girls with 
higher levels of school participation (p=0.044).  In contrast, “members of an armed group” were 
more likely to be reported as perpetrators of unwanted sexual touching by girls with higher levels 
of school participation (p=0.033) (See Table 2). 
 
Sequential Multivariable Regression Models 
 
The third phase in the analysis process involved a series of sequential multivariable 
logistic regression models to examine the effects of girls’ school participation on physical and 
sexual violence in the presence of selected control variables (Table 1).  Based on the Ecological 
framework described previously, the sequential models incorporated variables beginning with 
the individual girl (age, level of school participation), followed by those related to girls’ social 
relationships (presence of an adult to give advice, female friends’ girls age outside of the family) 




The two composite forms of sexual violence were selected as outcome variables, along 
with physical violence, in light of the significant relationship identified in Table 2 between girls’ 
level of school participation and these outcomes.  The selection of these composite forms of 
sexual violence was also based on the fact that they include all of the individual types of sexual 
violence examined in the study, and provide the opportunity to focus on questions asked to all 
girls (sexual violence composite 1) as well as those asked only to the older age group (sexual 
violence composite 2).  Emotional violence was not investigated in this manner since prior 
analysis revealed no significant difference in prevalence rates across levels of school 
participation (Table 2).   
The first series of models examined sexual violence composite 1 as the outcome variable 
(Table 3).  Model 1 focused on predictor variables at the individual level, including girls’ age 
and level of school participation as predictor variables.  Girls’ age was highly significant 
(p<0.001), with an odds ratio of 0.80, reflecting a 20% reduced risk of girls experiencing sexual 
violence for each increasing year of girls’ age. Level of school participation was also significant, 
and associated with an odds ratio of 0.84, reflecting a 16% reduced risk of girls experiencing 
















Table 3: Sequential Models for Sexual Violence Composite 1 (Last 12 Months) with Odds 
Ratios and 95% Confidence Intervals for all Girls (Ages 10-14) 
 
 
Predictor Variables Model 1 Model 2 Model 3 Model 4 
Control 


































Girl has female 







Sum of girls’ 
perception of safety 
outside of school (0-4) 







criterion (AIC) 929.90 928.93 929.74 930.38 
Df 4 5 6 7 




Models 2 and 3 focused on girls’ social relationships in addition to the individual-level 
variables included in Model 1.  Model 2 incorporated the presence of an adult in girls’ lives to 
give them advice along with age and level of school participation.  In this model, the presence of 
adults to give girls advice was not significantly related to girls’ risk of experiencing sexual 
violence.  Both girls’ age and level of school participation remained significant, and their odds 
ratios from Model 1 held constant—demonstrating the continued decreased likelihood of girls’ 
experience with sexual violence associated with increasing levels of each variable.  
Model 3 incorporated all previously included variables, while also examining girls who 
had female friends their own age outside of their family.  Neither girls’ friendships nor the 
presence of an adult to give advice were significantly related to girls’ risk of sexual violence.  
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Girls’ age remained highly significant (p<0.001) and continued to be associated with an odds 
ratio of 0.80, reflecting a 20% decreased risk of sexual violence with increasing age. Girls’ level 
of school participation also remained significant, and was associated with an odds ratio of 0.83, 
reflecting a 17% decreased risk of girls experiencing sexual violence for each increasing level of 
participation in formal education.  
Model 4 included all previous predictor variables, while also incorporating the 
community-level variable focused on girls’ safety.  In this model, only girls’ age and level of 
school participation were significant, and both of variables maintained the odds ratios that were 
observed in Model 3, demonstrating a continued protective role vis-à-vis girls’ risk of 
experiencing sexual violence. As demonstrated by the AIC fit criteria, the later models did not 
provide incremental predictive ability, consistent with the fact that the additional predictor 
variables were also not significant. As a result, Model 1 was designated as the final model (See 
Table 3).  
As described above, findings from these models revealed that girls’ increased age was 
associated with a reduced risk of experiencing sexual violence composite 1, while younger girls 
were more likely to be affected.  In addition, girls’ level of school participation remained 
significant regardless of age, and was associated with a reduced risk of girls’ experience with 
sexual violence composite 1. These relationships are reflected in Figure 2, which includes the 







Figure 1:  Final Model Adjusted Predicted Probabilities (95% Confidence Intervals) of 
Sexual Violence Composite 1 by Girls’ Age and Level of School Participation (Sample: All 

















The next series of models examined sexual violence composite 2 as the outcome variable, 
including an additional question asked only older girls (ages 13-14) (Table 4).  Following the 
same structure as that used in the sequential models for sexual violence composite 1, Model 1 
incorporated predictor variables at the individual level, including girls’ age and level of school 
participation.  In this model, level of school participation was associated with an odds ratio of 
0.71, reflecting a 29% reduced risk of girls experiencing sexual violence for each increasing 
level of school participation.  Due to the restricted age range (13-14 years) of girls reflected in 
sexual violence composite 2 as a violence outcome, age was not significant in this model.   
Model 2 incorporated the presence of an adult in girls’ lives to give them advice along 
with age and level of school participation.  In this model, only girls’ level of school participation 
was significant, and was associated with an odds ratio of 0.73, reflecting a 27% decreased risk of 
girls experiencing sexual violence for each level of increased participation in formal education. 
Neither age nor the presence of adults to give advice were significantly within the context of this 
model. Model 3 incorporated all previously included variables, while also examining girls who 
		 85	
had female friends their own age outside of their family.  Following a similar pattern as Model 2, 
only girls’ level of school participation was significant, and was associated with an odds ratio of 
0.72, reflecting a 28% decreased risk of girls experiencing sexual violence for each increasing 
level of school participation.  
Model 4 included all previous predictor variables, while also incorporating the 
community-level variable focused on girls’ safety.  In this model, only girls’ level of school 
participation was significant, and maintained an odds ratio of 0.72, demonstrating a continued 
protective role vis-à-vis girls’ risk of experiencing sexual violence composite 2 (decreased 
likelihood of 28%). As demonstrated by the AIC fit criteria, the later models did not provide 
incremental predictive ability, consistent with the fact that the additional predictor variables were 
also not significant. As a result, Model 1 was designated as the final model (See Table 4).  
Table 4: Sequential Models for SV Composite 2 (Last 12 Months) with Odds Ratios and 
95% Confidence Intervals for Older Girls (Ages 13-14) 
 
Predictor Variables Model 1 Model 2 Model 3 Model 4 
Control 




























Girl has female friends own 





Sum of girls’ perception of 






criterion (AIC) 427.53 426.18 427.25 428.51 
Df 4 5 6 7 




The predicted probabilities of girls’ risk of exposure to sexual violence composite 2 
based the components of the final model are reflected in Figure 2.  As previously described, 
while level of school participation remains highly significant, girls’ age is not significantly 
related to risk of sexual violence in light of the limited age range for this model (ages 13-14) 
(See Figure 2). 
 
Figure 2:  Model 4 Adjusted Predicted Probabilities (95% Confidence Intervals) of Sexual 






The final series of sequential models focused on physical violence as the outcome 
variable, and followed the same structure used to examine sexual violence composite 1 and 2.  In 
Model 1, only girls’ age and level of school participation were incorporated, with both 
demonstrating significant protective effects on girls’ risk of experiencing physical violence.  
Girls age was associated with an odds ratio of 0.87, reflecting a 13% decreased likelihood of 
experiencing physical violence with each year of increasing age, and level of school participation 
was associated with an odds ratio of 0.86, reflecting a 14% decreased risk of physical violence 
for each increasing level of school participation.  
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Models 2 and 3 incorporated the variables related to girls’ social relationships (adults to 
give advice and female friends outside of the family), although neither had significant 
relationships to girls’ risk of physical violence.  In both models, girls’ age and level of school 
participation remained significant, and their odds ratios from Model 1 remained constant-- 
reflecting a continued protective role with regard to girls’ risk of physical violence.  
In Model 4, girls’ perceptions of safety were incorporated along with the previously 
included variables, although only girl’s age and level of school participation remained 
significant.  Girls’ age continued to be associated with an odds ratio of 0.87, reflecting a 13% 
decreased likelihood of girls experiencing physical violence for older ages.  Girls’ level of school 
participation was also associated with an odds ratio of 0.87, reflecting a 13% decreased risk that 
girls would experience physical violence for each level of increasing school participation.  As 
demonstrated by the AIC fit criteria, Model 4 incremental predictive ability and was designated 
as the final model (See Table 5).  
Table 5: Sequential Models for Physical Violence (Last 12 Months) with Odds Ratios and 
95% Confidence Intervals for all Girls (Ages 10-14) 
  
Predictor Variables Model 1 Model 2 Model 3 Model 4 
Control 
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Sum of girls’ perception 
of safety outside of school 
(0-4) 






criterion (AIC) 1,085.69 1,078.77 1,079.30 1,076.79 
Df 4 5 6 7 
*p < 0.05, **p<0.01, ***p<0.001 
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The predicted probabilities of girls’ risk of physical violence for the final model are 
reflected in Figure 3.  Following a similar pattern as in the case of sexual violence composite 1, 
the risk of physical violence for the youngest girls emerges as substantially higher than for the 
oldest girls, while girls’ level of school participation maintains a significant protective role for 
each increasing level of school participation (See Figure 3). 
 
Figure 3:  Model 4 Adjusted Predicted Probabilities (95% Confidence Intervals) of 









Study findings suggest that rates of violence reported by girls were relatively high, 
regardless of their level of school participation.  The vast majority (71%) of girls reported 
experiencing some form of emotional violence in the last year, while overall rates of physical 
and sexual violence were 42% and 26%, respectively (Table 3). In light of the well-documented 
risks that these forms of violence can have on girls’ health, development, and well-being (Krug 
et all, 2012; UNICEF, 2014a), these frequencies are particularly alarming.  And, given the 
potential underreporting of sensitive experiences of violence, it is likely that these figures 
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represent only a portion of the cases actually occurring (Pinheiro, 2006; Stark and Landis, 2016). 
From an Ecological Theory perspective (Bronfenbrenner, 1979), the overall high rates of 
violence are likely exacerbated by the widespread occurrence of violence throughout DRC as a 
result of the conflict (Callaghan et al, 2013; Kalisya et al, 2011; United Nations, 2017a) and its 
interactions with related political and economic structures as well as pre-existing levels of gender 
inequality. Girls consistently reported high rates of violence in the larger cross-national study on 
which this research is based, further emphasizing the association between armed conflict and 
violence against girls globally (Stark et al, 2017a). 
Girls in this study who reported the highest levels of participation in formal education 
reported the lowest rates of physical and sexual violence (Table 2).  In addition, as evidenced in 
the sequential regression models, the protective role of level of education remained constant for 
both composite forms of sexual violence as well as physical violence, even when adjusting for 
potential confounders (Tables 3-5).  These findings are strengthened by the fact that the mean 
age of girls (12 years) was virtually identical across levels of school participation, as was the 
degree to which girls were living with their biological parents.  In this way, findings related to 
education and violence emerging from this research cannot be attributed to an “age effect” or 
particular household compositions. Instead, findings suggest a substantial protective benefit to 
girls’ participation in formal education, despite the fact that their involvement in school did not 
leave them immune from violence altogether.   
These findings are particularly notable, in light of the potential risks of violence in and 
around school contexts (IBIS, Concern Worldwide, Norwegian Refugee Council, and Save the 
Children, 2014; Leach et al, 2014; Parkes and Heslop, 2011). The notion of school being 
protective within this study is further supported by the fact that the vast majority (95.0%) of girls 
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who attended school at some point described it as a “safe” location.  Girls’ perceptions of school 
safety did not vary significantly by their level of participation in formal education (p=0.671), 
suggesting that safety risks and threats of violence were not primary barriers to girls’ school 
attendance.  Girls’ high levels of perceived school safety were also emphasized during 
qualitative mapping activities conducted as part of the larger study, the findings of which have 
been previously reported (Sommer et al, 2017).   
From a program and policy perspective, these findings suggest the powerful role that 
formal education can play in the DRC and conflict-affected societies more broadly vis-à-vis 
girls’ risk of exposure to violence, and argues for continued investment in educational 
interventions by governments and humanitarian actors. Additional research is needed to 
investigate the Ecological factors that may be contributing to violence against girls in and around 
school settings, as well as factors related to particular schools that may be making them 
protective.  Efforts to combat school-based violence in other settings have included approaches 
such as creating codes of conduct for teachers and students; strengthening monitoring and 
reporting systems; and engaging in training and sensitization with teachers, families and children 
(Devries et al, 2015; Leach et al, 2014).  Efforts to contextualize and test these and other 
approaches within the DRC and beyond are urgently needed in order to increase the protective 
role that schools can play in conflict-affected societies. 
Findings from this study also highlight the need to investigate and respond to barriers to 
girls’ school participation.  From an Ecological Theory perspective, the conflict in the DRC can 
be seen as a root cause of the disruptions in girls’ education reported study, which is in keeping 
with existing knowledge on the impact of armed conflict on education globally (UNESCO, 
2011).   In addition, this study highlights the role that poverty and economic constraints can play 
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in interfering with girls’ school participation (Kirk, 2008; UNESCO Institute for Statistics and 
UNICEF, 2015).  As previously described, financial challenges were the primary reason girls 
reported being out of school during all of the last year, and these issues contributed significantly 
to girls’ periodic absences even if currently enrolled.  These economic challenges were seen in 
spite of a national policy to gradually eliminate school fees in the DRC, and suggests a need for 
additional research to explore the barriers to this policy’s implementation, and the ways in which 
particular girls, families, or communities may be differentially impacted.   
Further, these findings suggest the role that livelihoods opportunities and other income 
generating strategies could potentially play in increasing access to education for girls.  For 
example, research in development settings has indicated the role that conditional cash transfers 
(CCTs) can play in increasing school attendance and other educational outcomes among 
adolescent girls (Baird et al, 2011; De Janvry and Sadoulet, 2004), suggesting a need for 
additional research into the potential adaptation of these approaches in the DRC and other 
conflict-affected societies. 
Another potential barrier to education that emerged from this research is girls’ experience 
with sexual violence at an early age.  As described, girls who reported their first experience with 
rape at a young age (five years old or younger) were more likely to never attend school 
(p=0.026).  From an Ecological Theory perspective, early exposure to rape or sexual violence 
represents an individual-level risk factor for lower levels of educational attainment, and higher 
rates of violence later in life. These findings are supported by prior research on child 
maltreatment, which suggests that abuse at early ages may be particularly detrimental to 
children’s social and emotional development (Davies, 1999). From a program perspective, these 
findings suggest a need to increase the capacity of families and communities to identify and 
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respond to cases of sexual violence against young girls, which may be harder to identify in light 
of girls’ younger age and developmental capacity.  
It is also notable that findings from the sequential models revealed that younger girls 
were more at risk of experiencing both physical and sexual violence, while the risk for older girls 
decreased. Due to their developmental stage (Erikson, 1993), it could be proposed that younger 
girls may have less capacity to protect themselves from particular types of violence as compared 
to older girls, and may be less able to seek help in the event that violence occurs.  In addition, 
from an Ecological Theory perspective, there may be particular factors at the household, school, 
or community levels that increase the vulnerability of younger girls to physical and sexual 
violence. In humanitarian contexts, adolescent girls between the ages of 10-19 are believed to be 
at an increased risk of experiencing gender-based violence (Falb et al, 2016a; Global Protection 
Cluster, 2013; United Nations Children’s Fund, 2014b).  Although, little is known about the 
differential risk factors experienced by girls within this age range.  A recent review of existing 
studies on violence against children in humanitarian contexts found that existing studies tend to 
focus on older adolescents rather than children in younger age ranges (Stark and Landis, 2017).  
As a result, findings from this research suggest a need for additional research to investigate the 
relationship between girls’ age and experiences with violence in the DRC, as well as the factors 
that contribute to this occurrence. 
It is also notable that the majority of the perpetrator types identified by girls in this study 
were either relatives or those they encountered in their daily lives—a finding that was true across 
countries participating in the larger study (Stark et al, 2017a). This pattern is also in line with 
existing research on violence in humanitarian contexts globally, which suggests that acts of 
violence are perpetrated more frequently by known individuals as opposed to strangers (Ellsberg 
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et al, 2008; Stark and Ager, 2011).   From a program and policy perspective, these findings 
highlight the need for interventions aimed at the prevention of violence against girls at the 
household and community levels.  And, from an Ecological Theory perspective, these data 
elucidate the need to further investigate the family and community-level factors contributing to 
violence in the sites examined in this study.  
The fact that girls with higher levels of school participation were more likely to report 
unwanted sexual touching by armed actors, however, deviates from this pattern, and is consistent 
with existing knowledge regarding attacks against schools by armed groups in South Kivu and 
conflict-affected societies more broadly—which can also include acts of sexual violence against 
children (Bennouna et al, 2016; United Nations, 2016). Additional research investigating these 
issues within DRC is needed, as well as interventions aimed at protecting schools—and girls 
attending them— from sexual violence and other forms of attack (GCPEA, 2014).  
 
Conclusion 
Taken cumulatively, findings from this research suggest a strong association between 
formal education in the DRC, and lower rates of violence.  And, this study highlights the 
multiple factors that can contribute to violence against girls across spheres of their Ecological 
environments.  In light of the large number of girls in the study—and the DRC generally— who 
have experienced disrupted access to formal schooling, efforts to remove barriers to girls’ 






III. Article 2:  
 
Violence, well-being and level of participation in formal education among 
adolescent girls in Eastern Democratic Republic of the Congo: the role of 





Child marriage is a well-recognized barrier to education, and exposes girls to an increased risk of 
violence along with other negative health and developmental outcomes.  A quantitative survey was 
conducted with girls selected from 14 communities in South Kivu, Democratic Republic of the 
Congo (DRC).  Data from 350 girls (ages 13-14) were analyzed using mixed effects logistic 
regression models. Findings revealed that child marriage was associated with lower levels of 
participation in formal education as well as higher rates of physical, sexual and emotional violence. 
In particular, when adjusting for age and girls’ level of school participation, being married was 
associated with more than a three-fold (OR: 3.23) increased risk of experiencing sexual violence 
(p<0.001).  Although higher levels of school participation were associated with a reduced risk of 
violence among non-married girls, these differences were not observed for girls who were married. 
Findings suggest that child marriage has a significantly negative effect on the relationship between 
girls’ level of school participation and experiences with violence. Taken cumulatively, findings 
from this study suggest an overall harmful relationship between child marriage and girls’ safety, 
education and well-being, and that efforts to prevent its occurrence in the DRC and beyond are 
urgently needed.  
 







Child marriage, defined internationally as a marital union in which one or both parties is 
below the age of 18, is a health and human rights issue of global concern (Nour, 2009; United 
Nations, 2017b; United Nations Population Fund, 2012). It is estimated that 720 million females 
and 156 million males worldwide are married before the age of 18— reflecting widespread 
gender disparities in its occurrence (United Nations Children’s Fund, 2014c).  Global estimates 
also indicate that nearly 250 million girls are married before the age of 15 (UNICEF, 2014c). 
Armed conflict is believed to increase rates of child marriage (Lemmon, 2014; Refugee Law 
Project, 2007; UNFPA, 2012).  Child marriage is also a well-known barrier to girls’ education, 
and exposes them to an increased risk of violence (Anand et al, 2017; Falb et al, 2015; Kidman, 
2016; Field and Ambrus, 2008; Svanemyr et al, 2015). 
Child marriage is a prevalent issue in the Democratic Republic of the Congo (DRC), 
which has been impacted by armed conflict for more than 20 years.  It is estimated that 10% of 
females in the DRC between the ages of 20-24 were married before the age of 15, and 37% were 
married before the age of 18 (UNICEF, 2016). The incidence of early marriage in the DRC is 
substantially higher in rural as compared to urban areas, a pattern observed for marriage 
occurring before the age of 15 (12.1: rural; 5.8: urban) as well as prior the age of 18 (43.5: rural; 
24.0: urban) (Male and Wodon, 2016).  Child marriage in the DRC is also strongly associated 
with poverty, with significantly higher incidence rates among the lowest and highest economic 
quintiles (marriage < age 15: 13.8 (poorest); 3.9 (richest); marriage <18: 51.6 (poorest); 16.5 
(richest)) (Male and Wodon, 2016).  
As a result of the protracted armed conflict, girls in the DRC have also faced frequent 
exploitative and violence types of “marriage,” including being used as “wives” by armed actors 
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or being held in situations of sexual slavery (Mels et al, 2010; Nelson et al, 2014; United Nations 
Organization Stabilization Mission in the Democratic Republic of the Congo, 2015; Verhey, 
2004).  In addition, it is also common in the DRC for marriage to be used as a form of out-of-
court settlement (or “amicable arrangement”) in the event that a girl is raped (Freedman, 2016; 
Human Rights Watch, 2002; Mansfield, 2009). Frequently, this practice is decided upon between 
the perpetrator and relatives of the survivor—leaving little opportunity for the girl involved to 
take part in decision-making (United Nations Joint Human Rights Office in the Democratic 
Republic of the Congo, 2014).  
Although child marriage is widely reported to be a problem in the DRC, there are no 
known peer-reviewed studies that rigorously examine its occurrence within the DRC context or 
its impact on affected girls. Existing knowledge of child marriage in the DRC has been largely 
based on findings from DHS surveys, grey literature, or policy papers connecting the issue in the 
DRC to global trends (UNICEF, 2016; Male and Wodon, 2016). In particular, prior research in 
the DRC has yet to systematically examine the associations between child marriage, participation 
in formal education, and girls’ exposure to violence.  In light of these significant knowledge 
gaps, as well as the crucial importance of these issues to the health, well-being and development 
of girls, this analysis seeks to examine the following primary research questions: 
1. How does child marriage affect girls’ well-being, level of participation in formal 
education and exposure to violence?  
2. How does child marriage moderate the association between level of participation in 




Global Literature on the Scale and Implications of Child Marriage 
When considered globally, rates of child marriage vary substantially by geographic 
region, with the highest percentage estimated to occur in South Asia (42%), followed East Asia 
and the Pacific (25%), Sub-Saharan Africa (13%), Latin America and the Caribbean (9%) and 
the Middle East and North Africa (5%) (UNICEF, 2014).  Child marriage  disproportionately 
involves girls from rural areas and those from lower socioeconomic backgrounds (Erulkar, 
2013a; UNFPA, 2012; Mather et al, 2003).  Across all regions of the world, girls from the 
poorest economic quintile are estimated to be 2.5 time more likely to marry before the age of 18 
than girls from the richest quintile (UNICEF, 2014).  
In the majority of cases, girls who marry before the age of 18 are joined to significantly 
older husbands (Beattie et al, 2015; International Center for Research on Women, 2007).  For 
example, findings from a multi-country analysis of Demographic and Health (DHS) survey data 
found that the average age difference between wives and their husbands was significantly greater 
in cases of child marriage as compared to those in which women married as adults (Clark et al, 
2006). Marriages involving females below the age of 18 are also more likely to be forced, and 
related to family pressure, economic constraints at the household level, or prevailing social 
norms that discriminate against girls (Kopelman, 2016; Machel et al, 2013; Svanemyr et al, 
2015). 
In societies impacted by armed conflict and other humanitarian events, child marriage 
often increases—in some cases as a coping mechanism in light of the financial and security 
challenges created by the emergency (Lemmon, 2014; Refugee Law Project, 2007; UNFPA, 
2012). For example, a qualitative study with refugees and internally displaced persons in Uganda 
found that early marriage had increased as a result of war and displacement, as well as 
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subsequent changes in social and economic structures at the family and community levels 
(Schlecht et al, 2013). And, an inter-agency assessment with Syrian refugees in Jordan found that 
51.3% of females and 13% of males participating in the study reported being married before the 
age of 18, and that conditions of displacement were likely to exacerbate the early marriage of 
girls (UN Women, 2017).  In many cases, parents affected by conflict and displacement also 
view early marriage as a way to protect their girls form sexual violence, or as a way to preserve 
their “honor” in keeping with existing social norms around sex and gender (Women’s Refugee 
Commission, 2016; World Vision, 2013). These trends, along with post-displacement economic 
challenges, were also cited as primary contributing factors to early marriage in a qualitative 
study with refugees in Uganda (Refugee Law Project, 2007). 
Child marriage is associated with negative health consequences, including an increased 
risk of contracting HIV or other sexually transmitted diseases due to girls often being married to 
older men, having less capacity to refuse sex, and more limited opportunities to negotiate 
condom use or other preventative measures (Clark, 2004; Erulkar, 2013a).  In addition, an 
analysis of multi-country data from Demographic and Health (DHS) surveys found that girls in 
Sub-Saharan Africa who married before the age of 18 were more likely to be married into 
situations of polygamy, further increasing their risk of sexually transmitted infections (Clark et 
al, 2006).  Married girls are also more likely to become pregnant at younger ages, subjecting 
them to the numerous potential health complications associated with adolescent pregnancy 
(DeVienne et al, 2009; Gibbs et al, 2012; Muleta, 2006). Health problems associated with 
pregnancy have been deemed the leading cause of death among girls in low-income countries 
between the ages of 15-19 (UNFPA, 2012).  Girls who are married also often have more limited 
access to reproductive health care, increasing their likelihood of experiencing multiple or 
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unplanned pregnancies, as well as other gynecological or reproductive health challenges (Godha 
et al, 2013; Okonofua, 2013). Children of mothers who marry before the age of 18 are also more 
likely to experience infant mortality or other negative health and developmental outcomes 
(Efevbera et al, 2017; Fall et al, 2015). As such, child marriage holds the potential to impact not 
only the bride in question, but the health, well-being and development of her future children. 
Child marriage also exposes girls to an increased risk of experiencing intimate partner 
violence (Anand et al, 2017; Falb et al, 2015; Kidman, 2016). In addition, child marriage is itself 
considered a form of gender-based violence according to international human rights norms 
(Inter-Agency Standing Committee, 2015). A study examining child marriage in Ethiopia found 
females who were married before the age of 15 were 3.8 times more likely to have had their first 
sexual encounter with their husband be forced as compared to those who got married as adults, 
while the increasing odds were 1.91 among girls who got married between the ages of 15-17 
(Erulkar, 2013b).  In addition, a study in India found that females between the ages of 20-24 who 
were married before the age of 18 reported rates of “ever” experiencing marital violence that 
were almost twice as high (42.7%) as those reported by females who were married as adults 
(24.2%) (Raj et al, 2010). 
A study examining data from Demographic and Health (DHS) surveys cross 34 countries 
found that, among 39,877 females between the ages of 20-24, rates of past-year intimate partner 
violence (IPV) were higher among those who were married before the age of 18 as compared to 
those married as adults (Kidman, 2016). For physical IPV, rates were 26% for those married as 
children as compared to 18% for those married as adults.  For sexual IPV, rates were 10% among 
those married before the age of 15, 9% among those who married before the age of 18, and 6% 
among women who married as adults (Kidman, 2016).  In addition, the study found that child 
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marriage (before 18) was significantly associated with a 1.41 increasing odds of experiencing 
either physical or sexual IPV, as compared to women who were married as adults (Kidman, 
2016).  Similarly, a multi-country study examining Demographic and Health (DHS) survey data 
of married females ages 15-24 from India, Nepal, and Bangladesh found IPV by respondents’ 
husbands to be commonly reported (Anand et al, 2017).  For physical IPV, reported rates were 
34.3% in India, 47.1% in Bangladesh, and 22.0% in Nepal. Similarly, reported rates of sexual 
IPV were 11.6% in India, 19.1% in Bangladesh, and 13.4% in Nepal (Anand et al, 2017).  IPV 
were 11.6% in India, 19.1% in Bangladesh, and 13.4% in Nepal (Anand et al, 2017). 
In addition, a multi-country qualitative study in Bangladesh, Niger, and Somalia found 
that intimate partner violence was commonly reported among married girls, particularly if girls 
refused to have sex with their husbands or did not adequately comply with their husbands’ 
expectations for managing the household (World Vision, 2013). Similarly, a study in India 
(Santhya et al, 2010) found that females ages 20-14 who were married before the age of 18 were 
less likely than those who married as adults to have equitable decision-making capacities within 
their marriage concerning issues of reproductive health, financial planning, and household 
management. In addition, females who married before the age of 18 were also more likely to 
“ever experienced” physical violence (31.6%: married before 18; 16.9%: married after 18) as 
well as sexual violence (36.5%: married before 18; 22.1%: married after 18) (Santhya et al, 
2010).   
Child marriage has a direct relationship to girls’ education, and is widely considered a 
barrier to girls’ school attendance and higher levels of educational attainment (Field and Ambrus, 
2008; Svanemyr et al, 2015). Girls who are married are more likely to drop-out from school or 
attend irregularly due to pregnancy or other household obligations (International Center for 
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Research on Women, 2007; Wodon et al, 2016). For example, a study comparing housework and 
school attendance among girls ages 11-19 in Bangladesh found that married girls spent an 
average of six hours per day on housework, and an average of zero hours per day in school or 
studying (Arends-Kuenning and Amin, 2004).  In contrast, non-married girls, although still 
completing an average of two hours per day on household duties, also spent between three or 
four hours per day at school or doing homework (Arends-Kuenning and Amin, 2004).  While 
these findings suggest that even non-married girls were involved in a substantial level of 
housework, they still had significantly greater access to schooling than those who were married.  
Research also suggests that out-of-school girls and those with lower levels of formal 
education are more likely to marry at early ages due to financial difficulties or social norms that 
support early marriage and childbearing for girls as compared to other professional opportunities 
or higher levels of school completion (Lee-Rife et al, 2012; Mathur et al, 2003;).  In this way, 
early marriage can be both a cause of girls’ low levels of school attainment, as well as a result of 
girls with limited access to formal schooling (Nguyen and Wodon, 2014).  Recent estimates 
indicate that girls who have completed low levels of formal schooling are up to 6 times more 
likely to get married before the age of 18 than girls who have completed secondary school 
(UNICEF, 2016).  In addition, an analysis of data from 78 countries by the United Nations 
Population Fund (UNFPA) revealed that rates of child marriage (before age 18) varied widely 
based on the level of formal education that females that completed (UNFPA, 2012). For 
example, among females ages 20-24 who reported never going to school, 63% reported getting 
married before the age of 18, compared to a rate of 45% among those who completed primary 
school, and 20% for those who completed secondary school (UNFPA, 2012).  
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As a result of these realities, keeping girls in school longer has been recognized as a way 
to prevent child marriage (Lee-Rife et al, 2012; Mathur et al, 2003).  For example, a study in 
Madagascar found that an additional year of formal schooling for schools was associated with a 
delay in marriage by 1.5 years, and a delay in the birth of girls’ first child by 0.5 years (Glick et 
al, 2015). In Ethiopia, an early marriage prevention program that promoted girls’ involvement in 
education along with community dialogue groups and other support initiatives found that, among 
girls ages 10-14, those who took part in the program were three times (OR: 3.0) more likely to be 
in school at the end of the two-year project, and were less likely (OR: 0.10) to be married than 
girls of the same age who had not taken part in the program (Erulkar and Muthengi, 2009).  The 
particular value of girls’ involvement in secondary school was identified by Raj et al (2014), who 
examined DHS survey data from Bangladesh, India, Nepal, and Pakistan.  In this study, the 
authors found that girls’ having some level of attendance in secondary school was significantly 
associated with a decreased risk of child marriage all four countries.  In contrast, girls’ 
involvement in some level of primary school only had a significant effect on reducing the 
likelihood of child marriage in India, although this effect was not seen in the other three 
countries (Raj et al, 2014). 
Due to more limited access to education, child marriage has also been associated with 
lower long-term economic and employment opportunities (Nguyen and Wodon, 2015; Wodon et 
al, 2017).   In addition, since early age of first marriage is often associated with higher fertility 
rates, females who are married as children are more likely to be prevented from workforce 
participation due to childbearing and household responsibilities (Parsons et al, 2015).  Child 
brides can also have less capacity to engage in economic decision-making at the household level, 
which runs counter to the known benefits to the health and well-being of families and children if 
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women have a greater say in the utilization of financial resources (Parsons et al, 2015; 
International Food Policy Research Institute, 2003).  In this way, combatting child marriage has 
implications not only for the lives of affected girls, but also for the economic well-being and 
development of nations as a whole. 
 
Conceptual Framework 
As with the other articles in this series, this paper is rooted in Ecological Theory 
(Bronfenbrenner, 1979), which examines the inter-connected “systems” within which individuals 
are situated.  At the societal level, the years of protracted conflict in the DRC can be seen as 
increasing girls’ risk of experiencing child marriage, in light of the added financial strain placed 
on families as a result of the war along with the known security risks that are particular to 
women and girls within the country (Kiernan et al, 2016; United Nations, 2017a).  As previously 
described, these conditions often lead families to resort to child marriage as a coping mechanism 
in light of household economic challenges as well as a potential way to protect girls form various 
forms of gender-based violence (Lemmon, 2014; Schlecht et al, 2013; Women’s Refugee 
Commission, 2016).    
Gender norms at the societal level may also sanction the practice of early and forced 
marriage—particularly for girls, which can further inhibit girls’ involvement in education as well 
as exposing them to significant health, psychosocial and developmental risks (Glinski et al, 
2015; Jones et al, 2014; Lloyd and Mensch, 2008).   The fact that national law in the DRC 
specifies a lower minimum marital age for females as compared to men suggests the presence of 
discriminatory gender norms regarding early marriage for girls (Freedman, 2016), suggesting 
that there is likely to be a certain degree of acceptance for this practice among girls’ families and 
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communities—and potentially girls themselves.  In light of the practice described above in which 
marriage is often used in the DRC as a form of settlement in the event that girls are raped 
(Human Rights Watch, 2002; Mansfield, 2009; United Nations Joint Human Rights Office in the 
Democratic Republic of the Congo, 2014), this study also considers social norms surrounding 
this issue to be potentially influential among girls in the study—particularly for those who have 
experienced sexual violence.   
At the individual level, marriage itself is likely to interfere with girls’ participation in 
formal education, and expose girls to an increased risk of violence, light of the connection 
between child marriage and these risks for girls outlined above (Anand et al, 2017; Falb et al, 
2015; Kidman, 2016; Field and Ambrus, 2008; Svanemyr et al, 2015). Married girls are also at 
risk of experiencing negative consequences to their psychosocial well-being, in light of ways in 
which marriage exposes girls to new risks and can potentially interfere with existing protective 
structures such as parental support and a greater level of involvement in formal education that 
may be experienced by non-married girls.   Based on this framework, this study will examine the 
following hypotheses: 
• Hypothesis 1: Child marriage is likely to expose girls to higher rates of violence, 
and lower levels of participation in formal education 
• Hypothesis 2: While increasing levels of participation in formal education is 
associated with lower rates of violence among non-married girls, this relationship 
is likely to be moderated by child marriage  
• Hypothesis 3: Married girls are likely to report lower levels of hope and self-





This paper is based on an analysis of data from a baseline study carried out in the 
Democratic Republic of the Congo (DRC) from May-July 2015 by Columbia University and the 
International Rescue Committee (IRC) as part of a two-arm, wait-list cluster-randomized control 
trial to investigate the incremental effectiveness of a caregiver component to an IRC- run 
violence prevention program for adolescent girls (Falb et al, 2016a; Stark et al, 2017a). The IRC-
run program in the DRC utilized “safe spaces” in community locations to provide group-based 
life skills training and mentorship using a structured curriculum for adolescent girls between the 
ages of 10-14. In addition, monthly sessions were held for primary caregivers of participating 
girls. The focus of the program was to reduce violence experienced by girls in their daily lives, 
and to increase girls’ overall safety and well-being.   
Program sites were selected from conflict-affected communities in South Kivu where 
IRC had an established presence.  In total, 14 sites were selected, including eight in the territory 
of Kabare and six in the territory of Uvira. IRC staff met with community members in selected 
locations to provide an overview of the intended intervention, and girls were invited to enroll, 
along with one primary caregiver for each girl.  Eligibility criteria included girls between the 
ages of 10-14, along with those who spoke either Mashi or Swahili, the two dominant languages 
in the sites of intervention.  Girls’ groups were stratified by age (10-12 years and 13-14 years), 
location, and language.  And, groups were randomized to either the intervention or control arm 
of the trial.  
Once girls and caregivers were enrolled in the program, they were also invited to 
participate in the baseline study, which was conducted prior to the start of program 
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implementation. All girls and caregivers participating in the program were eligible to take part in 
the study, although some chose to take part only in the intervention without being involved in the 
research component. Girls with cognitive impairment were excluded from study eligibility.  
Prior to the start of the baseline study, the protocol was approved by the Institutional 
Review Board (IRB) at Columbia University as well as the Ministry of Gender, Family and 
Children in South Kivu, DRC. Informed consent was gathered with caregivers of all girls prior to 
their girls’ enrollment in the study, as well as informed assent from participating girls.  
Caregivers who took part in the survey also gave informed consent for their own participation.  
Detailed ethical safeguards were developed for the study, on which the research team received 
in-depth training, in line with the World Health Organization’s Ethical and Safety protocols for 
research on violence against women (World Health Organization, 2007).  All participants took 
part in the study voluntarily, and no form of compensation was provided to respondents.  
Quantitative survey methods were used with girls to evaluate attitudes towards a host of 
topics related to physical and financial assets and health-related behaviors.  Included in the 
survey were a number of questions related to gender norms, attitudes towards education, girls’ 
current enrollment and attendance in formal schooling, and girls’ experiences with various forms 
of violence. Survey data was gathered using Computer-Administered Personal Interviews 
(CAPI) for non-sensitive questions, while Audio Computer-Assisted Self-Interview (ACASI) 
software was used to collect data for questions on the most sensitive issues.  And, the youngest 
girls (10-12 years old) completed an abbreviated version of the questionnaire with certain 
questions removed that were deemed too sensitive based on consultation with local experts.  
Language and literacy issues were taken into account in the development of the CAPI and 
ACASI tools, and survey instruments were field-tested in non-study locations in South Kivu in 
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order to ensure that they were adapted to the age, linguistic, and socio-cultural factors of 
intended participants (Falb et al, 2016b). 
Data from the analysis presented in this paper is restricted to girls within the older age 
range (13-14 years old), in light of the fact that questions on marriage and other sensitive issues 
were not asked of younger girls.  As a result, findings from this article are limited by the fact that 
this smaller sample size reduced the power to detect multivariable associations.  It is therefore 
possible that additional model effects with borderline significance levels still warrant further 




Sexual violence against girls was measured in terms of whether girls reported 
experiencing any of the following acts in the last 12 months: unwanted sexual touching, sexual 
coercion, sex in exchange for favors, or forced sex, all of which were measured individually as 
“yes/no” questions.  In order to summarize girls’ overall exposure to sexual violence, two 
composite variables were derived from the individual violence types.  Sexual violence composite 
1 included girls’ exposure to any of the following: unwanted sexual touching OR sexual coercion 
OR sex in exchange for favors.  Sexual violence composite 2 expanded on the first measure by 
also including girls who reported experiencing forced sex (unwanted sexual touching OR sexual 
coercion OR sex in exchange for favors OR forced sex). 
Physical violence was measured in terms of a single “yes/no” question in the girls’ 
survey, which asked girls to report whether anyone has “hit or beaten” in the last 12 months. 
Emotional violence was measured in terms of three individual “yes/no” questions that asked girls 
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to report on whether they had experienced “loud or aggressive screaming,” being “called bad 
things or having someone saying mean things to them,” or feeling “not cared for by the person 
who should care for them.”  A composite form of emotional violence was also derived to reflect 
girls who answered affirmatively to any of the three possible forms of emotional violence.  
 
Predictor Variables: 
Girls’ marital status was measured based on a “yes/no” question that asked girls if they 
were “currently married or living with someone as if married,” and was asked only to those 
within the older age group (ages 13-14).  
Girls’ level of participation in formal education was measured using a four-level ordered 
variable that was derived to include the following levels: 0: never attended school; 1: attended 
school, but missed all of last year; 2: attended school last year, but missed one or more days in 
the last week; and 3: attended school last year, and missed no days in the last week.   
Girls’ hope was measured using the Children’s Hope Scale (CHS) (Snyder et al, 1997), a 
six-item questionnaire that has examines hope, agency and future orientation.  Girls’ self-esteem 
was measured using the Rosenberg self-esteem scale (Rosenberg, 1965), which includes 10 
questions designed to assess self-perception.  
Girls were also asked if they felt that they would “be forced to marry” a male perpetrator 
in the event that they were raped, which was measured as a “yes/no” question. 
 
Control Variable: 
Girls’ age was measured as a continuous variable. 
 (See Appendix C for a table of all research measures included in this article.) 
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Data analysis 
All statistical analyses were conducted within STATA 14.  As a first step, girls’ 
characteristics (age, level of school participation, hope, self-esteem, perceptions of safety, etc.) 
were estimated, in order to determine potential variation among married vs. non-married girls.  
For continuous measures, means and standard deviations were estimated separately for girls by 
marital status, and a mixed effects regression model was utilized to test differences in the mean 
levels for girls by marital status, adjusted for site as random effects.   For categorical variables, 
the frequency and percent of each selected binary measure was estimated separately by marital 
status, and a mixed effects logistic regression model was utilized to test differences in the percent 
of each selected binary measure for girls by marital status, adjusted for site as random effects 
since girls within the study were nested within 14 communities included in the study.    
Following this analysis, the association between each selected violence outcome 
measured across three domains (sexual, physical, emotional) and the four levels of girl’s 
participation in formal education was investigated within mixed effects logistic regression 
models for all girls, as well as separately for girls stratified by marital status.   
The final phase in the analysis involved developing sequential models with sexual 
violence composite 2 (unwanted sexual touching OR sexual coercion OR sex in exchange for 
favors OR forced sex) as the primary outcome variable.   These models investigated confounding 
effects of selected covariates (ex. girls’ age, selected attitudes, experience with physical and 
emotional violence, self-esteem and hope) on the association between sexual violence and girl’s 
level of participation in formal education.  All covariates included in sequential models were 
examined for potential multi-collinearity.  Furthermore, the potential moderating effect of child 
marriage was investigated within these sequential models in terms of interaction effects between 
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marriage and level of education on sexual violence as the primary outcome variable, adjusted for 
site as a random effect.   
In general form, this model can be expressed as: 
logit{Pr(yij =1) | pij, ageij, xij3, …, xijp, bj} = β0 + β1pij + β2ageij + β3xij3 + β4xij4 + … + βpxijp + sitej, 
where pij ,ageij and xijk, for the k=3, …, p potential confounders included as fixed effects, and the 
sitej are estimated as random effects.  
The Akaike’s information criterion (AIC) was used in the sequential model process to 
examine the incremental predictive ability of each additional model, as well as to select the final 
predictive model (Akaike, 1973).Further investigation of physical and emotional violence as 
outcome variables was not conducted because the relationship between girls’ level of school 




This manuscript is based on an analysis of data from 350 girls to investigate the 
relationship between child marriage and girls’ level of participation in formal education as both 
relate to girls’ exposure to violence.  Among these girls, 24.9% (87/350) reported being married 
or living with a partner as if married.  Of these 87 girls, 46 reported being married and living 
with their husband, 25 reported being married and not living with their husband, and 16 reported 
living with a man as if married.  For the purposes of this analysis, girls who responded 
affirmatively to any of these categories are referred to hereafter as “married.”  The majority of 
girls who were married reported being joined to significantly older men.  Of the 78 married girls 
who provided information on their husbands’ ages, 75.7% reported being married to men who 
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were 18 years old or older, including the following breakdown across adult age groups:  44.9% 
(18-29 years old); 21.8% (30-49 years old), and 9.0% (50 years old or older). Demographic 
factors and characteristics of girls are reported in Table 1, which compares these measures 
between married and non-married girls. 
 
Table 1:  Characteristics of Married vs. Not Married Girls (Ages 13-14)  
 






    Mean 
Girls’ Age 13.543 13.471 13.567 p=0.119 
Girls’ Highest Grade Completed 3.509 3.322 3.570 p=0.017* 
                           Percent  
Girls’ Level of School Participation   
       Never went to school 18.3 19.5 17.9 p=0.209 
       Some school, but missed all of last year  40.6 44.8 39.2 p=0.390 
       Missed 1+ days in the last week  16.9 20.7 15.6 p=0.234 
       Missed 0 days in the last week  24.3 15.0 27.4 p=0.011* 
                                                                                       Mean  
Girls’ Hope  2.300 2.202 2.332 p=0.225 
Girls’ Self-Esteem  32.766 29.587 33.719 p<0.001*** 
                                                                                     Percent 
Girls who feel they would be forced to 
marry male perpetrator if raped  
34.3 48.1 29.8 p=0.017* 
                                                                                      Percent 
Reported Violence (Last 12 Months) 
   Sexual Violence      
       Unwanted Sexual Touching  11.4 16.9 9.6 p=0.079 
       Sexual Coercion  9.4 18.9 6.5 p=0.004** 
       Sex in Exchange for Favors  9.6 20.0 6.3 p=0.001** 
       Sexual Violence Composite 1 19.7 31.3 15.9 p=0.006** 
       Forced Sex  18.6 36.4 12.8 p<0.001*** 
       Sexual Violence Composite 2 28.1 47.6 21.8 p<0.001*** 
    Physical Violence      
       Beaten or Hit  35.7 40.3 34.3 p=0.408 
    Emotional Violence      
       Loud or aggressive screaming  40.2 42.5 39.5 p=0.721 
       Verbal insults  36.5 50.6 32.0 p=0.003** 
       Felt not cared for  43.3 54.1 40.0 p=0.039* 
       Emotional Violence Composite  67.0 82.4 62.4 p=0.002** 
*p < 0.05, **p<0.01, ***p<0.001 




Girls’ demographics and personal characteristics by marital status  
The average age of girls was 13.567 years, and there was no significant difference based 
on girls’ marital status.  Girls’ highest grade completed was lower among those who were 
married (3.322) as compared to those were not married (3.570), and this difference was 
statistically significant (p=0.017). Similarly, girls who were not married were more likely to 
report perfect attendance in school in the last week, with rate of 27.4%, compared to a rate of 
15.0% among married girls (p=0.011).  
Girls’ self-esteem also showed a highly significant difference based on marital status 
(p<0.001), with married girls reporting lower scores on the Rosenberg self-esteem scale (29.587) 
than girls who were not married (33.719). Although girls’ scores on the Children’s Hope Scale 
(CHS) did not differ significantly based on girls’ marital status alone, regression analysis 
examining the relationship between girls’ hope and level of school participation found that 
higher levels of school participation were associated with higher scores on the CHS among girls 
who were not married, and that this trend was statistically significant (p=0.029).  Among married 
girls, however, there was no significant difference in girls’ hope based on their level of school 
participation (p=0.747).  These findings suggest that married girls did not benefit from the 
association between higher levels of education and higher levels of hope that was observed 
among non-married girls.   
 Regarding the belief that girls would be forced to marry their perpetrator in the event that 
they were raped, prevalence rates varied significantly according to girls’ marital status 
(p=0.017), with 48.1% of married girls believing this to be true, as compared to 29.8% of girls 
who were not married. 
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Violence outcomes by marital status  
For each type of violence examined in this study, the prevalence rate among married girls 
was higher than  among non-married girls.  As noted in Table 1, these differences were 
statistically significant for the majority of violence types. For example, the reported rate of 
sexual violence (composite 2) was more than twice as high for married girls (47.6%) as 
compared to girls who were not married (21.8%), and this difference was highly significant 
(p<0.001).  Similarly, the rate of forced sex in the last 12 months was nearly three times as high 
among married girls (36.4%) as compared to non-married girls (12.8%), which was also highly 
significant (p<0.001). Among the forms of violence measured, the highest reported rates were 
observed for emotional violence, with a rate of 82.4% among married girls and 62.4% among 
non-married girls for the composite type of emotional violence (See Table 1). Understanding the 
significant differences in reported rates of violence and other girls’ characteristics as described 
represents an essential step in the analysis, in order to understand how these factors are impacted 
individually by girls’ marital status, before considering them in greater depth as part of 
multivariable sequential models. 
 
Univariable models investigating the potential moderating effect of child marriage on the 
relationship between education and violence outcomes  
In light of the study’s focus on examining the moderating effect of child marriage on the 
association between girls’ level of school participation and violence, the next step in the analysis 
involved logistic regression analysis to explore the relationship between girls’ marital status, and 
the prevalence of the five primary types of violence examined as outcome variables in this study 
(Sexual Violence Composite 1; Sexual Violence Composite 2; Forced Sex; Physical Violence; 
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and Emotional Violence).  The purpose of this analysis was to examine potential differences in 
rates of violence across levels of school participation between married and non-married girls. 
Table 2 summarizes prevalence rates, odds ratios, and trend tests across levels of school 
participation for five forms of violence, adjusted for girls’ marital status.  
In a previous article from this study examining the relationship between girls’ level of 
participation in formal education and reported rates of violence, higher levels of school 
participation were associated with lower rates of physical and sexual violence when considered 
across the broader range of 866 girls (ages 10-14) (Landis et al, forthcoming).  In light of these 
prior findings, having an understanding of the potential differential relationship between violence 
and education between married verses non-married girls represented a crucial area of 
consideration before moving proceeding to more in-depth sequential models.   
The first panel of Table 2 displays results for all older girls, regardless of marital status.  
When considering rates of the primary forms of violence across levels of school participation for 
these girls, the prevalence of forced sex and sexual violence (composite 2) were significantly 
lower among those who reported perfect attendance in the last week.  Moreover, the trend test 
across these levels of participation in formal education were significant (p=0.015 and p=0.008, 
respectively).   
 However, when considering married and non-married girls separately, as summarized in 
the stratified analyses in Table 2, these trends were significant only for non-married girls. For 
girls who were not married (as displayed in the last panel), increasing levels of participation in 
formal education were associated with lower prevalence rates of sexual violence, and significant 
trends were seen for forced sex (p=0.034) and sexual violence (composite 2) (p=0.029).  In 

































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































violence as girls’ level of school participation increased.  In contrast, in the case of married girls, 
(as reflected in the second panel), there were no significant differences in rates of violence based 
on girls’ school participation.  Prevalence rates of violence were also higher overall for married 
girls as compared to those who were not married (Table 2).   
The findings demonstrate the moderating effect of marriage on the relationship between 
girls’ level of school participation and reported rates of violence.  Understanding this relationship 
on its own is essential before moving forward with in-depth multivariable sequential regression 
analysis.  
 
Sequential Multivariable models for the outcome of sexual violence (composite 2) in the last 12 
months as predicated by child  marriage status and level of school participation, adjusted for 
potential confounders  
The next step in the analysis involved testing a series of sequential multivariable models 
to examine the potential association between marriage, education, and girl’s risk of exposure to 
sexual violence in the last year, and to adjust for potential confounders (Table 3). The purpose of 
this analysis was not to develop an “ideal” predictor model, but rather to explore how particular 
factors are associated with girls’ risk of sexual violence, and how they relate to one another. 
Since the prevalence rates of emotional and physical violence were not significantly associated 
with levels of participation in education and marital status (Table 2), only the prevalence of 
sexual violence was investigated further as an outcome variable for hypothesized pathways 
through sequential modeling.  For this process, sexual violence (composite 2) in the last 12 
months was selected, since, as previously described, it includes each of the individual forms of 
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sexual violence measured in this study (unwanted sexual touching, or sexual coercion, or sex in 
exchange for favors, or forced sex).  
The logic for the series of models can be seen in three primary steps.  In the first phase, 
Models 1-3 focus on the moderating effect of marriage on the association between girls’ 
participation in formal education and reported experience with sexual violence.  Understanding 
these relationships represented an essential first step before examining potential confounders in 
later models. Model 1 exclusively explores the potential relationship between girls’ age and level 
of participation in formal education on girls’ risk of experiencing sexual violence.  In this model, 
girls’ level of school participation was significant, and associated with an odds ratio of 0.84, 
reflecting a 16% reduced likelihood that girls would experience sexual violence for each 
increasing level of participation in formal education (p=0.008).  In Model 2, girls’ marital status 
was incorporated along with the previously included components.  When examined together, 
marriage became highly significant, and was associated with a three-fold (OR: 3.08) increased 
likelihood that girls would experience sexual violence for girls who were married as compared to 
non-married girls.  In the presence of marriage, level of school participation was attenuated 
(p=0.065), suggesting a potential interaction between marriage and school participation.  
Model 3 built upon the previously included factors, and incorporated an interaction term 
between girls’ level of school participation and marriage, aimed at detecting separate trends in 
rates of sexual violence for married and non-married girls.   When examined in this way, level of 
school participation was significant for non-married girls, with an odds ratio of 0.86, reflecting a 
14% decreasing risk of sexual violence for each increasing level of participation in formal 
education.   




























































































































































































































































































































































































































































































































 In contrast, level of participation in education for married girls (as reflected by the 
interaction term) was not significant and did not play a protective role vis-a-vis sexual violence.  
Marriage itself remained a highly associated with an increased level of sexual violence,  
associated with more than a three-fold (OR: 3.23) increasing likelihood of sexual violence 
among married girls as compared to those who were not married.  
As illustrated in Figure 1, the model-based predicted probabilities of sexual violence for 
level of participation in formal education are illustrated separately for married and non-married 
girls, demonstrating the significant protective effect of education for non-married girls, when 
adjusting for all other variables in the model.   
 









The second phase (Model 4) builds upon the findings of the earlier models by 
incorporating girls’ attributes as additional predictor variables.  As previously described, these 
measures were selected based on their prior significant relationship to girls’ marital status and 
level of school participation.   In Model 4, girls’ self-esteem, hope, and girls’ belief that they 
would be forced to marry their perpetrator in the event that they were raped were introduced 
along with previous measures.  Girls’ hope was significant, and associated with an odds ratio of 
0.57, reflecting a 43% decreased likelihood that girls would experience sexual violence.  In 
addition, girls who believed that they would be forced to marry their perpetrator if they were 
raped was significant, and associated with a nearly three-fold (OR: 2.92) increased risk of 
experiencing sexual violence.  
Marriage remained significant, and was associated with a nearly three-fold (OR: 2.79) 
increased risk that girls would experience sexual violence.  The education variable for non-
married girls remained significant, and was associated with an odds ratio of 0.80, reflecting a 
20% decreased risk of experiencing sexual violence for each increasing level of participation in 
formal education. Similar to previous models, education for married girls was not statistically 
significant, reflecting an absence of the protective relationship between education and violence 
observed among non-married girls. As demonstrated by the AIC fit criteria, Model 4 provided 
incremental predictive ability as compared to previous models.  
As illustrated in Figure 2, the model-based predicted probabilities of sexual violence for 
level of participation in formal education are illustrated separately for married and non-married 
girls and adjusted for the mean levels of all other variables in Table 3, Model 4.   These findings 
demonstrate the significant protective role played by education for non-married girls.  In 
contrast, the risk of sexual violence for married girls increased with higher levels of school 
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participation, although these differences were not significant due to the limited number of 
married girls. 
 






Sequential models examining the added role of co-occurring forms of violence  
 The final phase of this analysis (Table 4) moves beyond the realm of girls’ attributes, and 
examines the potential added risk of sexual violence that may be associated with girls’ exposure 
to other forms of violence (physical and emotional).  In Model 1, girls’ experience with physical 
violence in the last 12 months was included along with all previous variables. Girls’ experience 
with physical violence was highly significant, and associated with nearly eight-fold (OR: 7.83) 
increased likelihood  that girls would experience sexual violence, as compared to those who did 
not report physical violence in the last year. Both girls’ self-esteem and hope were significant in 
this model, with higher levels of each measure associated with odds ratios of 0.87 (self-esteem) 





















































































































































































































































































































































































































































































































































































































































































sexual violence.  Level of school participation for non-married girls were of borderline 
significance (p=0.052), as was marriage (p=0.072), although both were attenuated for in the 
presence of the highly significant risk of physical violence.   
In Model 2, girls’ experience with emotional violence in the last 12 months was 
incorporated into the model, while physical violence was removed in order to examine the 
incremental effect of each form of co-occurring violence on their own. Emotional violence was a 
highly significant, and associated with a nearly ten-fold (OR: 9.71) increased likelihood that girls 
would experience sexual violence.  Girls’ level of school participation for non-married girls was 
also significant, and associated with an odds ratio of 0.78, reflecting a 22% decreased likelihood 
of experiencing sexual violence for each increasing level of participation in formal education. 
Girls’ self-esteem and hope remained significant, with higher scores on each measure reducing 
girls’ risk of experiencing sexual violence by 13% (OR: 0.87-self-esteem) and 43% (OR: 0.57: 
hope).  
In Model 3, both emotional and physical violence were introduced together, along with 
all previously included variables. Both co-occurring forms of violence remained highly 
significant, associated with odds ratios of 5.97 (physical violence) and 6.70 (emotional violence), 
reflecting nearly six- and seven-fold increased risks of girls experiencing sexual violence, 
respectively.  Girls’ hope and self-esteem remained significant, and with higher scores of each 
measure associated with odds ratios of 0.84 (self-esteem) and 0.54 (hope), reflecting a 16% and 
46% decreased likelihood that girls would experience sexual violence. Girls’ level of school 
participation was of borderline significance (p=0.056), although was attenuated for in the 
presence of the highly significant added risks of physical and emotional violence.  As 
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demonstrated by the AIC fit criteria, Model 3 in Table 4 provided incremental predictive ability 
as compared to previous models.  
As illustrated in Figure 3, the model-based predicted probabilities of sexual violence for 
level of participation in formal education are illustrated separately for married and non-married 
girls and adjusted for the mean levels of all other variables in Table 4, Model 3, including 
physical and emotional violence.    
 







Findings from this research highlight a significant association between child marriage 
and higher rates of violence. As previously described, reported rates of physical, sexual, and 
emotional violence were higher for married as compared to non-married girls (Table 1). In 
addition, findings also suggest that marriage interferes with the potential protective role that 
higher levels of formal education can play with regard to certain forms of violence (Figure 1).  In 
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a previous publication based on this study, which did not account for marriage, and drew upon 
the larger sample of girls (ages 10-14), higher levels of school participation were significantly 
associated with lower reported rates of physical and sexual violence (Landis et al, forthcoming). 
In the case of this analysis, however, higher levels of education were associated with lower rates 
of sexual violence among non-married girls, although this protective benefit was not present for 
girls who were married. These findings suggest that the dynamics of being married not only 
interfere with girls’ access to education, and expose them to a greater likelihood of experiencing 
violence—but being married makes the potential protective role of education vis-à-vis violence 
less effective. These findings are supported by existing research documenting the ways in which 
child marriage can potential moderate—and thereby diminish the effect of—interventions for 
married girls (Falb et al, 2015). 
This study also highlights an association between girls who were married, and lower 
levels of participation in formal education.  For example, the rate of marriage was nearly double 
among girls who never went to school (26.6%) as compared to those who were in the highest 
level of school participation (15.3%).  In a prior article examining education among the broader 
sample of girls in this study (ages 10-14), the highest grade completed by participants was three 
years, on average, behind what would be expected according to their age (Landis et al, 
forthcoming).  Building upon these findings, the fact that married girls in this study have 
completed less education than their non-married peers is even more concerning— since the 
sample as a whole was affected by disrupted participation in formal schooling. These findings 
are consistent with existing literature on child marriage as a barrier to girls’ attendance and 
completion in formal schooling (Field and Ambrus, 2008; Glick et al, 2015).  National data in 
the DRC also suggest that rates of child marriage are the highest among girls who have never 
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been to school, and decline as girls complete higher levels of education (Male and Wodon, 
2016).   
Findings from this research also address the issue of co-occurring forms of violence, and 
the potential ways in which the risks associated with particular types of violence can be 
compounded. As evidenced in the sequential multivariable models (Table 4), both emotional and 
physical violence were associated with substantially higher odds of girls experiencing sexual 
violence—suggestive of the fact that girls in the study were likely to be experiencing multiple 
forms of violence within the same reporting period. Prior studies of child abuse and domestic 
violence have documented the fact that survivors often experience multiple types of violence, 
and that these acts can be inter-related (Finkelhor et al, 2007).  And, research indicates that the 
cumulative effect of these experiences is likely to be more severe than if a single type of 
maltreatment occurred (Turner et al, 2010; Soler et al, 2013). This framework leads to the 
assumption that efforts to assess the needs of child survivors of violence, and to develop 
appropriate response interventions, must look at the overall effect of multiple forms of violence 
rather than seeking to address particular forms of abuse in isolation (Finkelhor et al, 2007; 
Clausen and Crittenden, 1991). Building upon these concepts, the impact of child marriage on 
affected girls must not be considered on its own, but instead with regard to its potential for 
exposing married girls to multiple forms of violence and abuse.  
It is also notable that it was only when these co-occurring forms of violence were 
incorporated into sequential models that girls’ marriage was attenuated for--- suggesting that 
girls’ marriages likely involved multiple forms of violence.  This notion is further supported by 
the fact that girls in this study identified “husband or boyfriend” as the perpetrator type for the 
violence they experienced the vast majority of the time (at a rate of 95% or higher).  These 
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findings are consistent with existing research documenting the increased risk of IPV that child 
marriage often entails (Falb et al, 2015; Kidman, 2016; Raj et al, 2010. From a program and 
policy perspective, this research suggests a need to develop interventions designed to prevent and 
respond to IPV against adolescent girls, and to address harmful social norms that contribute to 
this practice.  
It is also notable that girls in the study who were married were predominately partnered 
with men outside of their own age range, often to a substantial degree (75.7% married to men 18 
years old or older, including 30.8% married to men over the age of 30).  Although the conditions 
that led to these marriages are unknown due to the nature of this study, wider age discrepancies 
between husbands and child brides have been associated with higher risks of violence and greater 
power differentials between the husband and wife (favoring the man) (Svanemyr et al, 2015). As 
previously described, instances in which girls are married to significantly older men are also 
more likely to be forced, or arranged by family members as opposed to being the result of 
naturally occurring romantic relationships (Kopelman, 2016; Machel et al, 2013).  
In light of the documented practice in the DRC for marriage to a male perpetrator of 
sexual violence to be used as a solution in the event that girls are raped (Freedman, 2016; 
Mansfield, 2009), it is also possible that some of the girls in this sample who reported being 
married had experienced this type of arrangement. Although the extent of these types marriages 
within the study sample is unknown, it is notable that married girls were significantly more likely 
to believe that they would be forced to marry their perpetrator in the event that they were raped, 
supporting the fact that girls were aware of this practice and suggestive of the fact that it 
commonly occurs.  As previously described, this process is often carried out without consultation 
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of the survivor, further limiting the options for agency or decision-making on the part of the 
affected girl.   
Frequently, this practice is due to widespread impunity against perpetrators and 
inefficiencies within the justice system (United Nations Joint Human Rights Office in the 
Democratic Republic of the Congo, 2014). As a result, findings suggest the need for continued 
criminal justice and security sector reform within the DRC, to address increase the degree to 
which the police and the judicial system are child-friendly, and able to respond effectively to the 
needs of survivors of sexual violence. In addition, efforts are needed to engage at the family and 
community level to prevent the occurrence of girls being married to their perpetrators, and to 
ensure that child survivors of sexual violence receive appropriate care, and are able to participate 
in decision-making according to their capacities regarding nature of the response provided to 
them. 
The final area that this study elucidates is the relationship between child marriage and 
girls’ hope and self-esteem. As previously described, married girls in this study had self-esteem 
rates that were significantly lower than non-married girls. And, although non-married girls 
experienced higher levels of hope with increasing participation in formal education (p=0.029), 
the association between schooling and hope was not seen for married girls (p=0.747).  These 
findings suggest a potentially negative relationship between child marriage and girls’ 
psychosocial well-being, which aligns with a limited, but evolving body of research. For 
example, a study in Ethiopia found that girls between the ages of 10-17 who were affected by 
child marriage (currently married, promised for a future marriage, received a marriage request) 
were more likely to demonstrate suicidal ideation or to engage in suicide attempts than girls for 
whom the prospect of early marriage had never been discussed (Gage, 2013).  In addition, a 
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study from the US found that women who were married before the age of 18 were more likely to 
experience mental health issues within the past year and over the course of their lifetime than 
those who married as adults (LeStrat et al, 2011). More research is needed to further understand 
the psychosocial impact of early marriage—particularly in light of the heightened risk it carries 
of violence.  
Although girls’ self-esteem and hope were negatively associated with girls being married,  
findings from this research also suggest that higher levels of hope and self-esteem among girls 
could potentially be associated with lower rates of sexual violence. Although the temporal 
sequence of this relationship cannot be determined from this study design, it is notable that girls 
who had higher levels of self-esteem and hope were less likely to experience sexual violence, 
even in the presence of other risk factors. The notion that girls’ hope can be associated with 
lower rates of violence was identified in a previous manuscript based on the larger sample of 
girls (ages 10-14), and not in reference to girls’ marriage (Stark et al, 2017b).  Building upon 
these findings, additional research is needed to explore these dynamics within the context of the 
DRC, as well as conflict-affected societies more broadly. 
 
Conclusion 
Ultimately, as a result of the multiple risks to girls’ safety, well-being and involvement in 
education associated with child marriage identified by this study, findings from this research 
suggest the need for efforts to address the root causes of early marriage, and work with girls’, 
families and communities to prevent this practice.  Further, in light of the association between 
child marriage and high rates of IPV, findings suggest a need to develop approaches to prevent 
and respond to IPV against adolescent girls.  As current IPV programming has largely focused 
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on the situation of adult survivors--- these findings have important implications for potential 
ways in which humanitarian actors can seek to adapt existing interventions to more adequately 
address the needs of adolescent girls.   
In addition, in light of the limited access to education experienced by married girls, 
program interventions are also needed to increase educational opportunities for girls who become 
married, and to address other potential barriers to school attendance.  These objectives are also in 
line with the Sustainable Development Goals, which seek to address child marriage as well as 
gender disparities in education by 2030 (United Nations, 2015).  Additional research is needed to 
examine which approaches for addressing these issues within the context of the DRC may be 
most appropriate, so that interventions can be designed accordingly. 
Findings from this study also suggest a need to further investigate the impact of child 
marriage on girls’ psychosocial well-being, and as well as potential ways in which personal 
attributes such as self-esteem and hope may interact with girls’ risk of experiencing violence.  In 
light of the multiple factors that can contribute to early marriage—such as poverty, lower 
education, armed conflict or humanitarian events, and social norms— additional research is also 
needed to further explore the factors that contribute to early marriage within the DRC, and to 








IV. Article #3: 
 
Examining the Association Between Gender Norms and Girls’ Participation in 






Gender norms play a powerful role in influencing girls’ involvement in formal education. A 
quantitative survey was conducted with girls and primary caregivers from 14 sites in South Kivu, 
Democratic Republic of the Congo (DRC).  Data from 866 girls (ages 10-14) and 774 matched 
caregivers were analyzed using multivariable mixed effects ordinal logistic regression models. 
Findings from this research suggest the powerful role that girls’ and caregivers’ gender norms play 
in influencing girls’ involvement in formal education.  More equitable gender norms on the part 
of girls and caregivers were associated with girls being in school at higher levels of participation. 
When considered jointly, the gender norms of caregivers took a prominent role over those of girls.  
Findings suggest that efforts to promote gender equity with girls that do not also engage with 
parents, caregivers, and broader societal factors will ultimately face limited results. Ultimately, 
















Despite considerable progress in recent years with regard to gender equity in education, 
significant disparities remain (King and Winthrop, 2015; United Nations, 2015; United Nations 
Educational, Scientific and Cultural Organization, 2015; Unterhalter and North, 2011).  An 
estimated 61 million children of primary school age worldwide are believed to be out-of-school, 
53% of which are girls (United Nations Educational, Scientific and Cultural Organization, 2016). 
In many contexts, gender disparities in education increase with higher grades—with girls less 
likely than boys to complete secondary school and beyond (UNESCO, 2016).  Armed conflict is 
also widely believed to exacerbate gender disparities in education, to the disadvantage of girls 
(Kirk, 2007; 2008). 
 While many factors contribute to these trends, research has increasingly recognized the 
ways in which gender norms influence girls’ access to, and participation in, formal education 
(Edewor, 2006; Neetu et al, 2017; UNICEF, 2014a).  In spite of this awareness, less is known 
regarding how these dynamics play out in societies impacted by armed conflict.   Existing 
knowledge on these issues is based primarily on grey literature, although limited rigorous peer-
reviewed studies exist that examine the intersection between gender norms and girls’ education 
in conflict-affected settings.  Further, existing research typically examines the gender norms of 
girls’ caregivers, or girls themselves, although rarely examines these issues within the context of 
the same study.  In light of these issues, this research seeks to examine the association between 
girls’ and caregivers’ social norms, and girls’ level of participation in formal education, using the 
Democratic Republic of the Congo (DRC) as a basis.  
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 The DRC represents a relevant context to consider these issues, in light its history of 
protracted armed conflict as well as large number of out-of-school children (Ackerman, Greubel 
and Winthrop, 2013; Ministry of Primary, Secondary and Vocational Education and Higher 
Institute for Population Sciences of the University of Ouagadougou, 2013).  The education 
system in the DRC is also characterized by widespread gender disparities, with girls more likely 
than boys to be out of school, and girls less likely to complete higher levels of formal education 
(Cellule Technique pour les Statistiques de l’Education, 2015).  DRC is also ranked among the 
highest in the world (153 out of 159) on the Gender Inequality Index (GII), which measures 
disparities between men and women in the areas of economic opportunities, reproductive health, 
and empowerment (United Nations Development Program (UNDP), 2016).  These gender 
disparities are particularly concerning in light of the overall high rates of poverty throughout the 
country, with a GDP per capita of $800— ranking DRC at 227 out of 230 countries in the world 
(Central Intelligence Agency, 2017).  To the author’s knowledge there are no known peer-
reviewed studies that specifically examine the relationship between gender norms and girls’ 
participation in the DRC, further increasing the opportunity for this research to contribute to 
substantial gaps in the literature. 
In light of these issues, the primary research questions for this article are: 
1. How do girls’ and caregivers’ gender norms influence girls’ participation in formal 
education, when adjusted for demographic and personal attributes, in the Democratic 
Republic of the Congo? 
2. What is the relationship between girls’ experience with violence, and their level of 
participation in formal education, when adjusted for girls’ and caregivers’ gender 
norms? 
		 134	
Global Literature on Gender Norms and Education  
Existing literature has documented multiple ways in which gender norms impact girls’ 
involvement in formal education. For example, girls in many contexts are more likely than boys 
to be responsible for housework and caring for other children in the family, which can often 
interfere with schooling (Brock and Cammish, 1997; UNESCO, 2012).  If families are faced 
with limited financial resources, it is also common for them to prioritize sending boys to school 
over girls, in keeping with the belief that sons’ education will provide a greater long-term return 
on their investment as far as future earnings and support to the family (King and Winthrop, 2015; 
Watson, 2014).  
Further, formal schooling for girls, particularly at the higher levels, is often seen as less 
necessary due to traditional gender norms that involve women being primarily responsible for 
household duties and childrearing rather than other professional endeavors outside the home 
(Brock and Cammish, 1997; Outhred et al, 2013; UNESCO, 2012).  Child marriage, also 
strongly related to gender norms, is a known risk factor for girls dropping out of school or 
experiencing severely disrupted attendance (Glinski et al, 2015; Jones et al, 2014; Lloyd and 
Mensch, 2008; McCleary-Sills et al, 2015).  Girls who become pregnant, either through marriage 
or otherwise, are also more likely to experience lower rates of school completion (Eloundou-
Enyegue, 2004; Grant and Hallman, 2008; Lesorogol, 2008).  
In 2012, a survey of 264 professionals in the field of international educational 
development identified social norms as a key contributing factor to girls’ attendance and 
enrollment.  While poverty was identified as the primary reason girls did not attend school, 
social perceptions of “not valuing girls” was mentioned the next frequently by participants, 
followed by “negative parental attitudes towards school” (Plan International, 2012). In addition, 
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32% of respondents identified negative attitudes towards girls’ education as a primary factor that 
led to girls dropping out of school (Plan International, 2012).   
A multi-country qualitative study on social norms and education in Kenya, Liberia, 
Ethiopia, and Zimbabwe (Outhred et al, 2013) found strong commonalities across study 
locations, including the fact that boys were often given priority in education over girls due to 
socially ascribed gender roles such as men being the primary financial providers while women 
were primarily responsible for household chores and childrearing.  In addition, a common theme 
emerged across countries that girls were more responsible for household work, while often 
interfered with their schooling (Outhred et al, 2013).  
Similarly, Watson’s (2014) multi-country qualitative study in Vietnam, Nepal, Ethiopia 
and Uganda found that girls’ school attendance and completion rates were often lower than those 
of boys—due to the belief that sons would carry the family lineage and provide ongoing 
financial support.  As a result, parents were less prone to send their daughters to higher levels of 
schooling, and in certain cases sent sons to better schools than daughters.   In addition, early 
marriage and pregnancy represented a primary barrier to girls’ education, and a reason for drop-
out rates.  Girls in all study countries also were responsible for higher levels of household work 
as compared to boys (Watson, 2014). 
A study in Uganda (Stoebenau et al, 2015) found that norms related to gender and girls’ 
education were significantly related to whether or not girls were in school. Out of 805 girls 
between the ages of 14-18, 26.9% reported that their parents were not supportive of them being 
in school beyond the age of 12, with rates significantly higher (43.2%) among girls who were out 
of school, as compared to those who were in school (19.2%), and these differences were 
statistically significant (p<0.001).  In addition, girls’ personal views on gender were also 
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significantly related to whether or not they were in school. Girls who reported gender 
perceptions favoring men over women were more likely to be out of school, when considering 
issues such as whether boys should be given greater education than girls (47.9%: out of school; 
p<0.001); whether girls should get married if they were not in school (51.4%: out of school; 
p<0.001); whether men should have primary decision-making authority in the home (70.6%: out 
of school; p<0.01); and whether women are at times deserving of physical violence (38.8%: out 
of school; p<0.001) (Stoebenau et al, 2015). 
A multi-country study examining female education in Bangladesh, Cameroon, India, 
Jamaica, Sierra Leone and Vanatu found that social norms in all contexts had a significant 
impact on girls’ attendance in formal schooling.  Common themes identified in this study 
supported those mentioned in prior studies, including parental preferences for educating sons 
over daughters; girls being responsible for the preponderance of domestic duties as compared to 
boys, which in turn interfered with girls’ involvement in schooling; and girls dropping out of 
school at earlier ages due to marriage or pregnancy (Brock and Cammish, 1997).  A study 
showing an alternative perspective can been seen in the work of Edewor (2006), whose 
qualitative study in Nigeria found that as parents began to see greater value in girls’ education, 
girls’ began to complete higher levels of schooling.   
 
Conceptual Framework 
As in the case of the previous two articles based on this research, this article will also 
adopt a conceptual framework based on Ecological Theory (Bronfenbrenner, 1979), which views 
human interaction as taking place within the context of inter-connected “systems” that strongly 
influence behavior and well-being.  According to this model, social norms— of which gender 
		 137	
norms are a part— exist at the societal level, and relate to established beliefs, attitudes and 
practices regarding acceptable behavior and roles for men and women (Overseas Development 
Institute, 2015).   These norms influence thinking and behavior at the individual level, as well as 
the interactions girls’ experience within their families and communities.  As previously 
described, gender ideologies often lead parents to prioritize education for sons over daughters 
(Brock and Cammish, 1997; Neetu et al, 2017; UNESCO, 2012).  Gender norms also contribute 
to girls being more likely to drop out of school to help with housework or due to marriage or 
pregnancy (Glinski et al, 2015; Jones et al, 2014; Grant and Hallman, 2008).   Although, in the 
same way that gender norms can be harmful to girls, more equitable gender norms can also be 
transformative, and promote girls’ greater involvement in education and other opportunities 
within broader society (Marcus and Harper, 2014; Neetu et al, 2017; Overseas Development 
Institute, 2015). 
An Ecological Theory approach to these issues also considers the impact of the conflict 
on the larger society, and the ways in which gender norms, disparities, and gender-specific risks 
to girls may become exacerbated as a result.  Globally, girls in settings of armed conflict are 
more than 2.5 times more likely than boys to be out of school (UNESCO, 2016).  Conflict 
creates added financial constraints for at the household level, increasing the likelihood that 
parents may prioritize schooling for sons over daughters (Kirk, 2008). Similarly, early marriage 
and teenage pregnancy— well-known barriers to girls’ education in all contexts — also often 
increase for various reasons during and after times of conflict (Kirk, 2008; Murphy et al, 2011).  
Gender-related safety risks may also interfere with the ability of female teachers to receive 
necessary training or attend work, which has been shown to negative impact girls’ attendance, 
particularly in secondary school (Kirk, 2007; 2008). And, gender inequalities within societies 
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can be reproduced within educational settings through curricula, school policies, and behavior by 
teachers as well as students (Mundy and Dryden-Peterson, 2011; Kirk, 2008).  
Girls in conflict-affected societies also face an increased risk of exposure to violence—
both in and around school settings as well as within their homes and communities (Stark and 
Landis, 2016; Machel, 2001; United Nations Children’s Fund, 2014c).  Exposure to violence 
represents both a barrier to girls’ involvement in education as well as a threat to their overall 
health and well-being (Krug et al, 2002; Leach et al, 2014; Murphy et al, 2011; Panter-Brick et 
al, 2015).  Gender norms within conflict-affected societies can also impact the safety and 
mobility of girls in school settings as well as within broader communities—with male-dominated 
spaces often posing greater threats to girls and limiting their mobility (Hallman et al, 2014; Sharp 
and McDowell, 2014; Sommer et al, 2017).  As a result, consideration of gender norms and 
education in the DRC must look broadly at these systemic factors—considering girls within their 
Ecological environments—rather than looking primarily at individual girls, families, or schools 
alone. 
In light of these issues, this study seeks to examine the following hypotheses:  
• Hypothesis 1: Equitable gender norms on the part of girls and caregivers are 
likely to be associated with higher levels of participation in formal education  
• Hypothesis 2: When considered jointly, caregivers’ gender norms are likely to 
play a more significant role, in light of the greater level of influence caregivers 







This paper is based on an analysis of data from a baseline study carried out in the 
Democratic Republic of the Congo (DRC) from May-July 2015 by Columbia University and the 
International Rescue Committee (IRC) as part of a two-arm, wait-list cluster-randomized control 
trial to investigate the incremental effectiveness of a caregiver component to an IRC- run 
violence prevention program for adolescent girls (Falb et al, 2016a; Stark et al, 2017a). The IRC-
run program in the DRC utilized “safe spaces” in community locations to provide group-based 
life skills training and mentorship using a structured curriculum for adolescent girls between the 
ages of 10-14. In addition, monthly sessions were held for primary caregivers of participating 
girls. The focus of the program was to reduce violence experienced by girls in their daily lives, 
and to increase girls’ overall safety and well-being.   
Program sites were selected from conflict-affected communities in South Kivu where 
IRC had an established presence.  In total, 14 sites were selected, including eight in the territory 
of Kabare and six in the territory of Uvira. IRC staff met with community members in selected 
locations to provide an overview of the intended intervention, and girls were invited to enroll, 
along with one primary caregiver for each girl.  Eligibility criteria included girls between the 
ages of 10-14, along with those who spoke either Mashi or Swahili, the two dominant languages 
in the sites of intervention.  Girls’ groups were stratified by age (10-12 years and 13-14 years), 
location, and language.  And, groups were randomized to either the intervention or control arm 
of the trial.  
Once girls and caregivers were enrolled in the program, they were also invited to 
participate in the baseline study, which was conducted prior to the start of program 
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implementation. All girls and caregivers participating in the program were eligible to take part in 
the study, although some chose to take part only in the intervention without being involved in the 
research component. Girls with cognitive impairment were excluded from study eligibility.  
Prior to the start of the baseline study, the protocol was approved by the Institutional 
Review Board (IRB) at Columbia University as well as the Ministry of Gender, Family and 
Children in South Kivu, DRC. Informed consent was gathered with caregivers of all girls prior to 
their girls’ enrollment in the study, as well as informed assent from participating girls.  
Caregivers who took part in the survey also gave informed consent for their own participation.  
Detailed ethical safeguards were developed for the study, on which the research team received 
in-depth training, in line with the World Health Organization’s Ethical and Safety protocols for 
research on violence against women (World Health Organization, 2007).  All participants took 
part in the study voluntarily, and no form of compensation was provided to respondents.  
Quantitative survey methods were used with girls to evaluate attitudes towards a host of 
topics related to physical and financial assets and health-related behaviors.  Included in the 
survey were a number of questions related to gender norms, attitudes towards education, girls’ 
current enrollment and attendance in formal schooling, and girls’ experiences with various forms 
of violence. Survey data was gathered using Computer-Administered Personal Interviews 
(CAPI) for non-sensitive questions, while Audio Computer-Assisted Self-Interview (ACASI) 
software was used to collect data for questions on the most sensitive issues.  And, the youngest 
girls (10-12 years old) completed an abbreviated version of the questionnaire with certain 
questions removed that were deemed too sensitive based on consultation with local experts.  
Language and literacy issues were taken into account in the development of the CAPI and 
ACASI tools, and survey instruments were field-tested in non-study locations in South Kivu in 
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order to ensure that they were adapted to the age, linguistic, and socio-cultural factors of 
intended participants (Falb et al, 2016b). 
Data from the baseline survey with girls (ages 10-14 years; n= 866) and matched 
caregivers (n=774) were used in these analyses. The lower number of caregivers as compared to 
girls was due to clusters of girls from the same family who took part in the survey.  Among the 
total number of unique caregivers (n=774), there were 687 (88.8%) who had one girl 
participating in the survey; 82 (10.6%) who had two girls participating in the survey; and five 
(0.6%) who had three girls participating in the study. Due to this clustering of girls within 
caregivers, all analyses were adjusted for site and caregiver nested within site, implemented as 
random effects within ordinal logistic regression models. 
 
Research Measures  
Outcome Variable 
The outcome variable for this analysis was girls’ “level of participation in formal 
education.” Based on original questions from the girls’ survey, a four-level ordered variable that 
was derived to include the following levels: 0: never attended school; 1: attended school, but 
missed all of last year; 2: attended school last year, but missed one or more days in the last week; 







Primary Predictor Variables 
Primary predictor variables for this analysis focused on girls’ and caregivers’ gender 
norms, as described below:  
 
Girls’ Gender Norms 
The first way that girls’ gender norms were measured was to examine their level of 
comfort discussing certain topics with parents or caregivers (referred to hereafter as 
“caregivers”).  These topics included: education; what girls “will do to earn a living”; puberty, 
marriage and sex.  For each of these questions, which were analyzed separately, girls’ responses 
were coded as “yes/no.”  The inclusion of these variables as gender norms was based on the 
premise that girls’ level of comfort discussing these topics was likely to be connected to larger 
societal gender norms on these issues—particularly as subjects such as female education, sex, 
puberty and marriage are typically associated with ascribed gender norms and patterns of 
behavior. 
Girls’ gender norms were also measured in terms of their perspective on certain key 
benchmarks in the lives of girls, which are closely related to existing gender norms. Girls were 
asked to indicate their view on the following issues: the “highest grade a girl should complete 
before leaving school”; the “age at which a girl should get married”; and the “age at which a girl 
should have her first child.”  Girls’ responses to these questions, which were analyzed separately, 
were coded as continuous variables.  
The final way that girls’ gender norms were measured was in terms of their attitudes on 
intimate partner violence (IPV).  Girls were asked whether or not they believed it to acceptable 
for “a husband to hit his wife” in the response to the following actions by wives: “if she goes out 
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without telling him”; “if she does not care for children in the proper manner”; “if she argues with 
him”; “if she refuses to have sex with him”; or “if she burns the food.” Girls’ responses to these 
questions, which were analyzed separately, were coded as “yes/no.” 
 
Caregivers’ Gender Norms 
Caregivers’ gender norms were measured using two sub-scales of the Gender Norms and 
Attitudes (GNA) scale (Nanda, 2011).  The Men’s Rights and Privileges sub-scale involved the 
first eight questions of the GNA, that focused on caregivers’ attitudes related to equity between 
males and females. In addition, the Favor Equity in Education sub-scale was derived for this 
research from the original scale, including four questions that specifically addressed caregivers’ 
viewpoints on equity in education between boys and girls.  Responses to each sub-scale were 
averaged with a range between 1-2, with higher scores indicating that caregivers’ favored a 
greater degree of equity between males and females.   
Caregivers’ gender norms were also examined in terms of their views on various life 
benchmarks that they hoped girls would complete.  Caregivers were asked to identify the highest 
grade they believed “a girl should complete before leaving school,” which was measured as a 
continuous variable. In addition, a four-level ordered variable was created for the highest level of 
education caregivers hoped that their girls would complete, including 1: primary; 2: some 
secondary; 3: completed secondary; 4) university.  Caregivers were also asked to indicate the 
ages at which they hoped that their girls would get married or have their first child, both of 





Control variables were selected for both girls and caregivers, which are outlined below: 
 
Girls’ Control Variables 
Girls’ age was measured as a continuous variable.   
Girls’ self-esteem was measured using the Rosenberg self-esteem scale (Rosenberg, 
1965), which includes 10 questions designed to assess children’s self-perception, each scored as 
a continuous variable. Girls’ total self-esteem scores were calculated by averaging their 
responses to the items on the Rosenberg scale.  
Girls’ hope was measured using the Children’s Hope Scale (CHS) (Snyder et al, 1997), a 
six-item questionnaire that has examines hope, agency and future orientation among children. 
Questions were scored as continuous variables, and girl’s total hope scores were calculated by 
averaging their responses to the questions on the CHS.  
Girls’ perceptions of safety were measured  through “yes/no” questions examining 
whether they reported feeling safe at the following locations: home, school, a friends’ house’ a 
neighbor’s house; and at a community location with other girls.  Girls’ responses were evaluated 
for each individual location.  In addition, an ordered response was derived for girls’ perceptions 
of safety outside of school, calculating the number of locations girls reported feeling safe (with a 






Caregivers’ Control Variables 
Caregivers’ age was measured as a continuous variable.  
Caregivers were also asked who was the “primary financial supporter” of girls’ 
households, with responses derived in terms of “mother”, “father”; or “other.”  
 
(See Appendix D for a table of all research measures included in this article.) 
 
Data analysis 
All statistical analyses were conducted within STATA 14.  For continuous measures, 
means and standard deviations were estimated, and for categorical variables, the frequency and 
percent of each selected binary measure  were estimated, separately for girls classified within 
each of four subgroups, based on an ordinal variable with increasing levels of participation in 
education (0: never attended school; 1: attended school, but missed all of last year; 2: attended 
school last year, but missed one or more days in the last week; and 3: attended school last year, 
and missed no days in the last week).  The association between each of the predictor variables 
and this ordinal level of participation in education as the primary outcome variable (coded 
0,1,2,3) was investigated within a mixed effects ordinal logistic regression model, adjusted for 
age as a fixed effect, and for site and caregiver (nested within site), both as random effects.   
Further investigations of the association of key factors, included together in the same 
model, with the level of girls’ participation in formal education as the primary outcome variable, 
were conducted within a sequential series of multivariable mixed effects ordinal logistic 
regression models.  In the first phase of sequential models, key variables for girls’ attributes, 
attitudes and beliefs found to be significant in univariable models were then examined further 
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within a series of multivariable models to determine a final subset of measures reported by the 
girls that retained statistical significance when adjusted for the simultaneous effects of the other 
covariates in the model.   Similarly, in the second phase of sequential models, the final set of 
girls’ measures were included to investigate the incremental effects of caregiver’s attributes, 
attitudes and beliefs on girls’ school participation.   Finally, after determining the significant 
subset of both girls’ and caregivers’ predictor variables that retained statistical significance when 
included together, the potential incremental effects of violence during the past year (physical, 
emotional, sexual) reported by the girls were examined sequentially, resulting in an overall final 
model with effects from each of these domains. 
Since multiple girls associated with the same caregiver were eligible to be selected for 
this study, these models were also adjusted for site and caregiver (nested within site) as random 
effects, in addition to adjustments for age as a fixed effect in all models.  Because the ordinal 
outcome variable has 4 levels, these models included 3 threshold effects, {αt, for t=0,1,2}, 
corresponding to the 3 binary cut points of y>0, y>1, and y>2, for the 4 levels of school 
participation (coded as 0,1,2,3).  For example, α2 corresponds to the threshold effect for y>2, or 
equivalently y=3, the highest level of participation in school (3: attended school last year, and 
missed no days in the last week).  As a result, this mixed effects ordinal logistic regression model 
can be expressed as logit{Pr(yijk>t) | ageijk, xijk2, …, xijkp, si, cij} = α0 + α1  + α2 + β1ageijk + 
β2xijk2 + … + βpxijkp + si + cij, where ageijk and the h=2, …, p potential predictor variables, xijkh, 
are included as fixed effects, and the site effects (si) and caregiver effects (cij) are included as 
random effects. 
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The Akaike’s information criterion (AIC) was used in the sequential model process to 
examine the incremental predictive ability of each additional model, as well as to select the final 
predictive model (Akaike, 1973). 
For each univariable and multivariable model, the estimated odds ratio for a selected 
predictor variable indicates the common increased odds (at each threshold of the outcome 
variable) of a girl being in the next higher (vs. lower) level of school participation for a girl with 
one unit higher (vs. lower) on the predictor variable, on average, adjusted for all other covariates 
in the model.  As a result, graphs for the predicted probability of a girl being in the highest level 
of school participation (3: perfect attendance in the past week) for each level of the predictor 
variable, adjusted for the average level of all other predictor variables, were generated, together 
with 95% confidence intervals, to illustrate the marginal differential effect of each predictor 
variable in the final model.  
 
Results 
The analytic strategy for these data progressed sequentially through the following three phases:  
1) The univariable association between each of the girls’ and caregivers’ measures and 
girls’ level of participation in formal education (coded 0, 1, 2, 3) (Table 1);  
2) Multivariable association between girls’ predictor and control variables and girls’ 
level of participation in formal education (Table 2); and 
3) Multivariable association between girls’ and caregivers’ measures considered jointly 
and girls’ level of girl’s participation in formal education (Table 3). 
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This approach was designed to first identify significant predictor variables from the girls’ 
measures before adjusting for caregivers’ responses.  Following this process, both girls’ and 
caregivers’ significant predictor variables were considered together in order to identify a 
combined set of measures that are associated with girls’ level of school participation.  Finally, 
measures of girls’ experiences with violence in the last year were added, to identify their 
predictive effects on girls’ level of school participation. 
 
Univariable models: Girls’ Attributes and Beliefs 
As noted in Table 1, more than half of the girls (55.5%) in the total sample were not in 
school at the time of the survey, with 178 never attending school, and 303 attending at some 
point in the past, but missing the entire last year.  The mean age of girls participating in the study 
was 12.037 years, which did not differ significantly based on girls’ level of participation in 
formal education (p=0.500).  
Scores on the Rosenberg self-esteem scale (Rosenberg, 1965) revealed a statistically 
significant association between higher self-esteem scores, and girls’ increasing levels of 
participation in formal education (p=0.038). Similarly, girls’ scores on the Children’s Hope Scale 
(Snyder et al, 1997) ranged from a low of 2.038 among girls who never went to school, to a high 
of 2.557 among girls who reported perfect attendance in the last week, and these differences 
were highly significant across levels of increasing school participation (p=0.002).  
Regarding girls’ perceptions of safety, there was no significant difference (p=0.511) in 
feelings of safety at school across levels of participation, with an overall rate of 95% of girls who 
reported being in school at some point describing it as a safe location.  In terms of safety outside 
of school, there was a significant difference in the mean number of locations girls reported 
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feeling safe (p=0.017), with girls at higher levels of school participation reporting a higher mean 
number of safe locations. 
Among topics girls reported discussing with caregivers, girls’ comfort discussing three 
subjects was significantly associated with girls’ higher levels of participation in formal 
schooling, including: “education” (p<0.001; “puberty” (p=0.021); and “sex” (p=0.039).   
Notably, there was a highly significant (p<0.001) association between the grade girls’ 
believed a girl should complete before finishing school, and girls’ current level of participation 
in formal education. Ideal grades ranged from a high of 12.194 among girls who reported perfect 
attendance in the last week, to a low of 10.897 among girls who reported never attending school.  
Regarding girls’ attitudes on IPV, two scenarios showed strong statistical significance 
with regard to girls’ level of school participation.  The first of these involved girls who deemed it 
acceptable for a husband to “beat his wife” if she “did not care for her children in the proper 
way.” Rates ranged from a low of 55.1% among girls who never went to school, to a high of 
72.5% among girls who reported perfect attendance in the last week, suggesting that girls with 
increasing levels of school participation were more likely to support this point of view (p=0.001).  
The second condition surrounded it being acceptable for a husband to “beat his wife if she argues 
with him.”  In contrast to using force against a wife based on her care of children, this scenario 































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































Univariable models: Caregivers’ Attributes and Beliefs 
Among caregivers reflected in the survey, 79.4% had one girl participating in the girls’ 
survey, while 18.9% had two girls, and 1.7% had three girls involved in the study, reinforcing 
the importance of adjusting for girls clustered within caregiver family groups for all analyses as 
described above.  The average age among caregivers was 38.734 years, and there was no 
significant difference in caregivers’ ages across levels of girls’ participation in formal education 
(p=0.160). The vast majority (91.7%) of caregivers were female, and caregivers’ sex did not 
differ significantly (p=0.440) across girls’ level of school participation.  
There was a significant association between which parent provided the primary source of 
financial support for girls, and their level of participation in formal education. Overall, the 
mothers were the primary financial supporter for 80.5% of girls in the study, with a low of 79.8% 
among girls who never went to school, to a high of 82.5% among girls who reported perfect 
attendance in the last week. Girls who had their mothers as their primary financial supporter 
were less likely to in the highest level of school participation, and this association was of 
borderline significance (p=0.056). 
Alternatively, girls who had their father as the primary financial supporter were more 
likely to be in the highest level of school participation (perfect attendance in the last week), and 
this association was also nearly significant (p=0.051).  In this way, primary financial support 
from fathers was significantly associated with higher levels of school participation, while 
mothers as primary financial supporters made it more likely that girls would experience lower 
levels of participation in formal schooling.  
Caregivers perspectives on gender equity were significantly associated to girls’ level of 
formal schooling.  The four-item sub-scale measuring caregivers’ support for equity between 
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girls and boys related to education showed that caregivers with a higher degree of support for 
gender equity for education were associated with higher levels of girls’ participation in formal 
education (p<0.001). The Men’s Rights and Privileges Sub-Scale also was significantly 
associated with girls’ level of school participation (p<0.001), with more equitable beliefs by 
caregivers associated with girls’ higher levels of school participation.  
Caregivers’ views on education for their daughters had a highly significant relationship to 
girls’ current level of school participation. Ideal highest grades for girls ranged from a low of 
11.881 among caregivers of girls who never went to school, to a high of 12.693 among 
caregivers of girls who reported perfect attendance in the last week, and these differences were 
highly significant (p=0.003).  Similarly, caregivers’ perspective on the highest level of schooling 
their girls should complete (primary, some secondary, secondary, university), whereby 
caregivers who aspired for their girls to complete higher total levels of schooling were 
significantly associated with girls who with higher current levels of school participation 
(p<0.001).   
The ages at which caregivers hoped their girls would get married and have their first 
child also had significant relationships to girls’ current level of school participation.  Caregivers 
of girls who reported never attending school identified the lowest ideal age for their girls’ 
marriage (21.842 years), while the highest age was observed among caregivers of girls who were 
currently in school, but missed one or more days in the last week (25.086 years), and these 
differences were highly significant (p<0.001).  Similarly, the lowest ideal age for a girls’ first 
child was identified by caregivers of girls who never went to school (23.172), while the highest 
was seen among caregivers of girls who were currently in school but missed one or more days in 
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the last week (26.270).  These differences were highly significant across levels of school 
participation (p<0.001) (see Table 1). 
 
Multivariable sequential ordinal logistic regression models: Girls 
In the first phase of sequential models (Table 2), girl’s control variables along with 
predictors relating to girls’ gender norms were examined within a series of multivariable models.  
Predictor variables were selected based on those that demonstrated a significant relationship to 
girls’ level participation of education when considered on their own (Table 1).  The purpose of 
this multivariable analysis was to determine measures that retained statistical significance in their 
relationship to girls’ participation in formal education, when adjusted for the simultaneous 
effects of the other covariates (Models 1-4).  
Model 1 examined only girls’ control variables (age, self-esteem, hope, safety). Within 
this model, girls’ hope was significant, and associated an increased odds (OR: 1.43) that girls 
would be at higher levels of school participation.  Girls’ perceptions of safety outside of school 
was also significant, and associated with and increased odds (OR: 1.38) that girls would be in 
school at the higher levels of participation.  
Model 2 built upon these findings, and also adjusted for particular topics that girls 
reported being comfortable discussing with their caregivers (education, livelihoods, puberty, 
sex).  Among these topics, only education was significant, and associated with more than a five-
fold (OR: 5.45) increased likelihood that girls would be in school at the higher levels of 
participation.   Girls’ hope remained significant, and was associated with an increased odds (OR: 
1.39) that girls would be in school at the highest levels of participation.  
In Model 3, girls’ perspective on the highest grade a girl should complete before leaving 
school was incorporated into the model.  This variable was significant, and the belief that girls 
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should complete higher grades before leaving school—reflective of more equitable gender norms 
related to girls’ education—was associated an increased odds (OR: 1.24) that girls would be in 
school at the highest level of participation. Girls’ comfort discussing education with caregivers 
remained significant, and was associated with an odds ratio of 4.98, reflecting nearly a five-fold 
increased likelihood that girls would be at higher levels of school participation. Girls hope also 
remained significant, continuing to be associated with and increased odds (OR: 1.39) of girls 
being in school at the highest levels of participation.  
In Model 4, girls’ perspectives on IPV were incorporated along with previously-
significant variables.  Girls’ belief that it was acceptable for a husband to beat his wife if she did 
not properly “care for children” was highly significant, and associated with more than a two-fold 
(OR: 2.55) increased likelihood that girls would be at the higher levels of school participation.  
Alternatively, girls’ belief that it was acceptable for a husband to beat his wife is she “argued” 
with him was also highly significant, although was associated with an odds ratio of 0.54, 
reflecting a 46% decreased likelihood of girls’ being in school at higher levels of participation. 
Girls’ hope, comfort discussing education, and perspective on the highest grade a girl should 
complete before leaving school all remained significant, and were associated with increased odds 
(OR:1.32: hope; OR:5.25: comfort discussing education; OR: 1.22: girls’ view on highest grade a 
girl should complete) that girls would be at the higher levels of school participation.  As 
demonstrated by the AIC fit criteria, Model 4 provided incremental predictive ability as 
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Multivariable sequential ordinal logistic regression models: Girls and Caregivers 
In the next phase of sequential models (Table 3), caregivers’ variables were investigated 
for potential incremental effects related to girls’ level of school participation, when considered 
together with girls’ variables found to be significant in Table 2. In Model 1, the components of 
the final girls’ model from Table 2 were included along with the control variable for caregivers.  
Within this model, mothers as the primary financial supporter of girls’ households was 
significant, and associated an odds ratio of 0.47, reflecting a 53% decreased likelihood that girls 
would be in school at the higher levels of participation.  Girls’ hope, comfort discussing 
education, and view of the highest grade a girl should complete before leaving school remained 
significant, with odds ratios of 1.31 (hope), 5.88 (comfort discussing education), and 1.22 (view 
on highest grade in school a girl should complete)—all indicating increased likelihoods of girls 
being at higher levels of school participation. Girls’ views on IPV also remained significant, and 
were associated with contrasting relationships to girls’ education as in previous models.  Girls’ 
belief that husbands had a right to beat their wives if they didn’t properly care for children was 
associated with more than a two-fold (OR: 2.52) increased likelihood that girls would be in 
school at the higher levels, while girls who believed husbands could beat their wives if they 
argued with them was associated with an odds ratio of 0.54, reflecting a 46% decreased 
likelihood that girls would be at higher levels of school participation.  
Model 2 incorporated caregivers’ score on the Men’s Rights and Privileges Sub-Scale, 
along with the variables from Model 1.  Caregiver scores on the Men’s Rights and Privileges 
Sub-Scale were highly significant (p<0.001), with more equitable gender norms associated with 
nearly a seven-fold (OR: 6.82) increased likelihood that girls would be in school at higher levels 
of participation. Girls’ hope (OR:1.31), comfort discussing education (OR:4.57), and view on the 
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highest grade girls should complete (OR: 1.18) remained significant, and were associated with 
increased odds of girls being at higher levels of school participation. Girls’ perspectives on IPV 
also remained significant, with odds ratios of 2.77 for the belief that husbands could beat their 
wives if they didn’t properly care for children, and 0.47 for the belief that husbands could beat 
their wives if they argued with them—reflective of the same contrasting relationship to girls’ 
participation in formal education as observed in previous models.  
In Model 3, caregivers’ perspective on the highest level of schooling girls should 
complete before leaving school was incorporated along with all variables from the previous 
model.  Caregivers’ perspective on girls’ schooling was highly significant, with higher caregiver 
aspirations for girls’ schooling associated with more than a two-fold (OR: 2.27) increased 
likelihood that girls would be at higher levels of current school participation.  More equitable 
views on the Men’s Rights and Privileges Sub-Scale were also significant, and associated with 
nearly a three-fold (OR: 2.82) increased likelihood that girls would be at higher levels of school 
participation.  Girls’ comfort discussing education with parents/caregivers remained significant, 
and was associated with nearly a seven-fold (OR: 6.63) increased likelihood that girls would be 
at higher levels of school participation. Girls’ belief that husbands could beat their wives if they 
did not properly care for children also remained significant, and was associated with nearly a 
three-fold (OR: 2.93) increased likelihood that girls would be at higher levels of participation in 
formal education. In the presence of caregiver’s perspective on the level of schooling girls 
should complete, girls’ hope and perspective on the highest grade in school girls should complete 









































































































































   
   
   
   

















































































































































































































































































































































































































































































































































































































































































































































































































































































































Model 4 incorporated caregiver perspectives on the ideal ages at which girls should 
marry and have their first child, although neither of these variables were significant. More 
equitable gender norms on the Men’s Rights and Privileges Sub-Scale and the desire by 
caregivers for girls to complete higher levels of schooling were remained significant, and 
associated with odds ratios of 2.82 and 2.37, reflecting increased likelihoods that girls would be 
in school at higher levels of current participation, respectively. Girls’ comfort discussing 
education with parents/caregivers remained significant, and was associated with more than a six-
fold (OR: 6.12) increased likelihood that girls would be at higher levels of school participation. 
In addition, both variables related to girls’ attitudes on intimate partner violence were significant, 
with girls’ belief that husbands could beat their wives if they did not properly care for children 
associated with nearly a three-fold (OR: 2.66) increased likelihood that girls would be at higher 
levels of school participation, while girls’ belief that husbands could beat their wives if they 
argued with them was associated with an odds ratio of 0.53, reflecting a 47% decreased odds of 
girls being at the higher levels of participation in formal education (see Table 3).  
As demonstrated by the AIC fit criteria, Model 4 provided incremental predictive ability 
as compared to previous models, with the final model in Table 4 reflecting an AIC of 623.66 as 
compared to a level of 1,090.86 in Model 1 (see Table 4).  The final model in this table also 
shows a significant reduction of the AIC in the final from Table 3 (1,097.97), which included 
only girls’ variables.  This reduction suggests that the combination of girls’ and caregivers’ 





Predicted Probabilities from Final Model (Table 3: Model 4) 
In Figure 1, five separate graphs, each illustrating the predicted probability of a girl being 
in the highest level of school participation (3: perfect attendance in the past week) for each level 
of that selected predictor variable, adjusted for the average level of all other predictor variables, 
were generated together with 95% confidence intervals, to illustrate the marginal differential 
effect of each predictor variable in the final model.  For example, the differential effect in the 
probability of a girl being in the highest level of school participation for whether girls were 
comfortable discussing education with their caregivers was 27.6% (Yes: 36.5% vs. No: 8.9%).   
Similarly, for caregivers’ view of the highest school level a girl should complete, the 
predicted probability of a girl being in the highest level of school participation for those who 
hoped their girl would complete primary school was a low of 6.0%, compared to a high of 45.0% 
for those who hoped their girl would complete university. Each of these five factors in the final 


















Figure 1: Model-based Predicted Probabilities (together with 95% Confidence Intervals) of Highest       
Level of School Participation (3: Perfect Attendance in Last Week) for Levels of Five (5) Predictors 
in Final Model, Adjusted for Mean Levels of All Other Variables in Final Model  and Random  






Description: Predicted probabilities of highest level of school participation (3: perfect 
attendance in last week) for levels of each predictor variable were adjusted for average value of 






This research sought to explore the intersections between girls’ and caregivers’ gender 
norms, and girls’ level of participation in formal education.  It is notable that, among girls who 
took part in the study, 55.5% were out of school at the time of the survey, reflecting girls who 
reported either never going to school or missing all of the last year. As previously mentioned, 
these findings are in line with national data which reflect large numbers of out-of-school children 
in DRC as a whole, as well as widespread gender disparities regarding school enrollment and 
completion (Ackerman, Greubel and Winthrop, 2013; Cellule Technique pour les Statistiques de 
l’Education, 2015; Ministry of Primary, Secondary and Vocational Education and Higher 
Institute for Population Sciences of the University of Ouagadougou, 2013). These findings are 
also consistent with existing knowledge on the known negative impact of armed conflict on 
education—particularly for girls (UNESCO, 2011).  
Findings from this research can best be understood across two primary domains: the 
relationship between girls’ gender norms and their involvement in education, and the ways in 
which these dynamics shift when caregivers’ gender norms are factored in.  
When considering the first area of girls’ gender norms and education—it is notable that 
girls who believed females should complete higher grades of schooling, a view representative of 
more equitable norms towards female education, were associated with being in higher levels of 
current participation in school. These findings suggest girls themselves in higher levels of 
education placed an intrinsic value on female education, running often-reported gender norms in 
many contexts that place higher value on education for men and boys over women and girls 
(Brock and Cammish, 1997; Outhred et al, 2013; UNESCO, 2012).  Girls were also more likely 
to be in the higher levels of school participation if they were comfortable talking about education 
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with their parents or caregivers—suggestive of more progressive norms related to girls’ 
education on the part of both girls and their family members.  Girls who reported higher levels of 
hope were also more likely to be in school at the higher levels of school participation. These 
findings align with prior research documenting the way in which formal education can instill 
hope in girls, and coincide with positive aspirations for the future (Arafat and Musleh, 2006; 
Bajaj, 2009; Stambach, 2000).  In addition, these findings are supported by existing research 
regarding the which schooling can be used to transform existing gender norms in ways that are 
more equitable (Bajaj, 2009; Leserogol, 2008; Stromquist, 2007; Stromquist and Fischman, 
2009).     
It is also notable that girls’ attitudes related to IPV were significantly associated with 
their level of school participation, and remained so throughout all sequential models. This 
connection between girls’ attitudes towards IPV and education are supported by the work of 
Stoebenau et al (2015), who found that out-of-school girls were more likely that those in school 
to support the use of physical violence against women by their male partners on certain 
occasions. Surprisingly, however, in the case of this study, the two questions related to girls’ 
norms on IPV were associated with results in opposite directions, with girls who believed 
husbands could beat their wives if they did not properly care for children more likely to be at 
higher levels of school participation.  Alternatively, girls who believed a husband could beat his 
wife if she argued with him were less likely to be higher levels of school participation.  These 
findings suggest the presence of differential gender norms related to the “appropriate” use of 
violence as well as power differentials between men and women within the context of the DRC.  
It is possible that these norms are being reproduced or reinforced either within girls’ school or 
home contexts, and would be an issue that warrants further investigation, particularly in light of 
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the highly significant relationship both measures had—albeit in opposite directions—with regard 
to girls’ education.  
If this analysis had stopped at the level of girls-only variables, it may seem that the 
above-mentioned implications are the end of the story, although consideration of caregivers’ 
gender norms also provide valuable insight. Throughout all models that incorporated caregivers’ 
measures, more equitable beliefs on the Men’s Rights and Privileges sub-scale were significantly 
related to girls be in school at higher levels of participation. These findings highlight the 
important role that gender norms of parents and caregivers play regarding girls’ education—
suggesting that caregivers who see the intrinsic value of education for girls rather than 
prioritizing it for boys, and who hold more equitable gender norms overall— are more likely to 
have girls involved in higher levels of formal schooling.  The positive gender norms regarding 
girls’ education depicted in this survey run counter to the often-reported view of caregivers that 
prioritizes education for sons over daughters due to financial difficulties as well as ascribed 
gender roles for men verses women (King and Winthrop, 2015; Outhred et al, 2013; Plan 
International, 2012). 
A similar pattern was observed regarding the overall level of schooling caregivers wanted 
their girls to complete, with caregivers who hoped girls would complete higher levels of 
schooling associated with girls who were currently in higher levels of formal education.  
Although, when considering this factor, an interesting pattern was observed.  When caregivers’ 
perspective on the highest level of schooling girls should complete was introduced (Model 7), 
girls’ perspectives on female education were attenuated for, along with girls’ hope—with both 
losing their statistical significance. In this way, it is the gender norms of caregivers that take 
prominence, and have the greatest degree of influence over girls’ involvement in schooling.   
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The significant role of caregiver support for education, and caregivers’ gender attitudes in 
influencing girls’ level of school participation are in line with an Ecological Theory 
(Bronfenbrenner, 1979) perspective, which situates a child’s parents and family as the first layer 
of influence and support.  In their work on social norms development among adolescents, Neetu 
et al (2017) use an Ecological Theory perspective, and identify the crucial role that parents and 
caregivers play in informing the social norms of their children.  Within the context of this 
research, it is notable that girls having parental support regarding education (by being 
comfortable discussing education was caregivers) had a highly significant relationship to girls 
being at the higher levels of school participation, and this pattern remained constant across all 
models.  These findings are supported by the work of a multi-country study by Watson (2014), 
who found that girls were more likely to complete higher levels of education—including 
advancing to secondary school and beyond—if they experienced strong support from their 
families.  Conversely, girls without adequate family support were more likely to drop out of 
school or leave home—potentially getting married at an earlier age (Watson, 2014).  
Taken cumulatively, findings from this research suggest a need to engage with girls as 
well as caregivers and family members not only to promote girls’ involvement in formal 
education, but also as a means of preventing violence—in light of the relationship between 
higher levels of school participation and reduced risk of violence demonstrated in a previous 
article associated with this research (Landis et al, forthcoming).  The field of gender-based 
violence has long recognized social norms change as an approach for combatting violence 
against women and girls (Ellsberg et al, 2015). And, social norms change has increasingly been 
identified as a strategy for preventing child marriage and other harmful traditional practices 
(Marcus and Harper, 2014).  The relationship between social norms and girls’ experiences with 
		 166	
violence have been explored in two previously published manuscripts using data from the larger 
study on which this research is based (Falb et al, 2017; Stark et al, 2017b).  In Falb et al (2017), 
more equitable gender attitudes by caregivers was associated with a reduced risk of sexual 
violence against girls, as well as girls being less likely to condone intimate partner violence.  In 
Stark et al (2017b), girls’ attitudes towards intimate partner violence were associated with lower 
levels of hope among girls who experienced physical and sexual violence.  These findings build 
upon this work by examining girls’ and caregivers’ social norms in the same analysis, and 
examining the relationship between these factors and girls’ involvement in formal schooling.  
Although engaging in school-based interventions with girls (and boys) to change harmful 
social norms is crucial, recent research has shown that interventions that do not also engage with 
families and communities have a limited impact (Russell, 2016; Bajaj and Pathmarajah, 2011). 
This notion can be seen in the work of Bajaj and Pathmarajah (2011), who examined school-
based interventions to promote gender equality and awareness in Zambia and India.  In this 
study, the authors found that girls experienced an increased sense of agency while in-school as a 
result of gender-transformative programming, although the impact of these efforts was limited by 
limited opportunities to transcend ascribed gender roles within the context of their homes and 
communities.  If girls’ families faced economic constraints, or were not supportive of girls being 
given new freedoms or opportunities, what girls’ learned regarding these issues was limited to 
the school setting (Bajaj and Pathmarajah, 2011).   
Similar findings were revealed in studies conducted by UNICEF (2016) to examine the 
impact of school-based programs in conflict-affected societies.  For example, interventions with 
the DRC designed to engage in violence prevention and change harmful social norms resulted in 
changes within individual students, and shared responsibilities between boys and girls at home.  
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Although, larger changes in social norms and a reduction in various forms of gender-based 
violence was not seen in light of the fact that interventions to address harmful social norms were 
not conducted with the broader community (UNICEF, 2016). Alternatively, studies conducted by 
UNICEF of programs in South Sudan and Somalia that engaged in broader community-based 
dialogue and other community-based interventions showed positive impacts on changing harmful 
social norms and reducing violence (UNICEF, 2016).      
Research has also indicated the need for social norms change interventions to be carried 
out alongside efforts to address larger systemic issues.  For example, Watson’s (2014) work on 
girls’ education and early marriage emphasizes the need for interventions to not only seek to 
change social norms, but to increase employment and economic opportunities available to girls 
so that families—and girls—will see greater value in continuing their education and delay girls’ 
marriage as a result.  In addition, efforts to increase girls’ involvement in education must also be 
carried out in line with necessary policy changes to address barriers to schooling that girls may 
experience (Watson, 2014).  Similarly, Lesorogol’s (2008) study on the impact on formal 
education among Samburu women in Kenya, females who completed higher levels of formal 
schooling experienced changes in gender norms, and an increased sense of personal agency. 
Although, formal schooling was not associated with increased opportunities in light of economic 
constraints and ascribed social structures in the larger community. As a result, educated females 
still ended up primarily responsible for childcare, livestock, and in arranged marriages—all akin 
to their peers without formal education (Leserogol, 2008).  This builds on previous studies that 
note that education alone—apart from economic opportunities and efforts to address barriers for 
girls in other spheres of their Ecological environments, will ultimately have limited impact. 
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The interlinkages between gender and larger social-economic forces are also suggested in 
this study by the relationship between which parent was the primary financial supporter of girls’ 
households, and their overall involvement in schooling. As previously described, findings from 
the study suggest that mothers serving as the primary financial supporter of girls’ households 
were associated with a significantly reduced likelihood that girls would be at higher levels of 
school participation.   Alternatively, fathers providing primary financial support were associated 
with an opposite result, with girls more likely to be in school at higher levels of participation.  
Although conclusions cannot definitively be made regarding the reasons behind these 
differences, it is plausible that households receiving primary financial support from women were 
associated with greater economic constraints than those receiving primary support from men, in 
light of the known gender disparities that exist within the DRC related to education and 
involvement in the labor market (Swedish International Development and Cooperation Agency 
(SIDA), 2009).   
The assertion that lower household economic status was associated with lower levels of 
school participation can also be seen in the responses of girls when asked about their reasons for 
missing school.  As described in prior manuscripts based on this study (Landis et al, 
forthcoming; Stark et al, 2017a), the vast majority (89.7%) of girls who reported missing school 
all of last year identified insufficient financial resources as the reason behind their out-of-school 
status. Among girls who were currently in school at the time of the survey (missed one or more 
days in the last week; missed no days in the last week), when asked about the reason for their 
absence on the last time they missed school, the most prevalent reason identified by girls was 
due to sickness or social service visits (35.1%), followed by economic constraints (12.5%) and 
household responsibilities (11.7%).  Although girls currently in school were more likely to miss 
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school due to illness or other related issues, it is notable that financial challenges and household 
responsibilities—both of which arguably are related to girls’ financial situation — constitute a 
combined percentage of 24.2, suggesting that even a significant portion of in-school girls are 
impacted by poverty at the household level, and are having to miss out on school at times to help 
support their families. These findings are in line with prior research indicating the way in which 
girls in conflict-affected societies are often disproportionately impacted by family financial 
challenges and gender norms associated with household duties—which in turn impairs their 
involvement in formal schooling (Kirk, 2008).  These findings are also supported by existing 
multi-country data on out-of-school children, which suggest that poverty is highly associated 
with children being absent from school (UNESCO Institute for Statistics and UNICEF, 2015).  
 
Conclusion 
Findings from this research suggest the powerful role that girls’ and caregivers’ gender 
norms play in influencing girls’ involvement in formal education.  In particular—more equitable 
gender norms on the part of caregivers were associated with girls being in school at higher levels 
of participation. Although girls’ gender norms played a significant role, findings suggest that 
efforts to promote gender equity with girls that do not also engage with parents, caregivers, and 
broader societal factors will ultimately face limited results. As a result, findings from this 
research emphasize the need to engage in social norms change to combat harmful social norms 
that interfere with girls’ involvement in formal education.  
In light of the powerful role that completing higher levels can play on promoting girls’ 
long-term health, well-being, and economic opportunities (McCleary-Sills et al, 2015; Pande et 
al, 2005; United Nations Children’s Fund (UNICEF), 2014d).  Ultimately, addressing harmful 
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social norms related to violence and gender disparities can be a way to “build back better” 
(UNICEF, 2016; Department of Foreign and International Development, 2012) in the aftermath 
of war, and promote a society that is more equitable, educated, and protective.    These efforts are 
urgently needed within the context of the DRC as well as within conflict-affected societies more 




















V. Conclusions and Implications  
 
This dissertation set out to examine the relationship between girls’ level of participation 
in formal education, and exposure to violence in the Democratic Republic of the Congo (DRC), 
while accounting for various Ecological factors (Bronfenbrenner, 1979) in girls’ lives, families, 
and communities.  Examining issues of education and violence in this manner is particularly 
unique, in light of the substantial gaps in the peer-reviewed literature that have been previously 
outlined.  As described, existing studies from conflict-affected societies tend to focus generally 
on violence against girls without incorporating issues of education.  Or, studies exclusively 
investigate violence in and around school contexts without factoring in the situation of girls who 
are not in school.  Further, no known peer-reviewed studies have explored these relationships 
within the DRC. In this way, findings that emerge from this research can be situated within an 
overall context of responding to gaps in the literature—both with regard to the DRC as well as 
conflict-affected societies more broadly.  
Before discussing the relationships outlined in this research between education and 
violence, it is also useful to consider their occurrence on their own.  It is notable that girls in this 
study reported experiencing high rates of physical, sexual, and emotional violence.  Although 
these rates of violence varied based on various factors which will be discussed below, it is 
significant that even girls who reported the lowest rates of violence still were experiencing 
violence at relatively high levels. For example, as detailed in article 1, the vast majority (71%) of 
girls reported experiencing some form of emotional violence in the last year, while overall rates 
of physical and sexual violence were 42% and 26%, respectively.   
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These high rates of violence are particularly alarming in light of the fact that the actual 
rates of violence against girls are likely to be even higher, in light of the large number of cases 
that go unreported (Pinheiro, 2006; Stark et al, 2013).		These findings are consistent with prior 
research on the increased risk of violence against children in societies impacted by armed 
conflict (Stark and Landis, 2016; Machel, 2001), as well as the ways in which adolescent girls 
may be particularly vulnerable in those settings to violence, exploitation and abuse (Falb et al, 
2016a; UNICEF, 2014b).  These findings are also in line with overall high rates of violence in 
DRC as a whole (United Nations, 2017a; Bartels et al, 2010; Johnson et al, 2010).  
It is also notable that girls in the study reported disrupted experiences with formal 
education. As previously described, 178 girls reported never having been to school, while 303 
were out of school the entire year prior to the time of the survey. Although some girls in the 
study reported high rates of participation in formal schooling, the sample as a whole were an 
average of three years behind their expected grade level according to their age.  These findings 
are consistent with existing literature on the impact of armed conflict on children’s education, 
and the ways in which girls can be particularly disadvantaged with regard to issues of access and 
regular attendance (Munoz, 2010; UNESCO, 2011).  
When viewed against the background of high rates of violence and disrupted levels of 
participation in formal education, the study’s overall focus on unpacking these issues becomes 
particularly important.  From the first article, a primary theme that emerges is an association 
between higher levels of participation in formal education, and lower reported rates of physical 
and sexual violence.  In particular, girls who reported participation in school at the highest level 
(3: perfect attendance in the last week) in many cases were associated with the lowest rates of 
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violence.  In contrast, rates of violence were often the highest among girls who reported 
participation at the lowest level (0: never attended school).   
In light of the known risks of violence against girls that can occur in and around school 
contexts (Brown, 2003; Leach et al, 2003; Parkes and Heslop, 2011), these findings are 
particularly striking, suggesting a potentially protective role that formal education can play with 
regard to girls’ exposure to violence.  These findings are further supported by the fact that girls 
who had also been to school at some point described it as a “safe” location, suggesting that 
varying levels of involvement in school was not primarily the result of violence or other safety 
risks.   
The significance of this research can also be seen not only in the potential benefit that 
higher levels of schooling can have for in-school girls, but also with regard to the increased risks 
to girls with less involvement in formal education. For out-of-school girls and those who are 
attending less regularly, findings suggest that these girls are not only missing out on educational 
opportunities associated with schooling that can prepare them for their future, but they are also 
more likely to experience violence, which is itself associated with a host of negative 
developmental, health, and psychosocial outcomes (Mels et al, 2010; Krug et al, 2002).   
In light of these issues, findings suggest a need to combat barriers to girls’ involvement in 
formal education— not only with regard to the intrinsic value of education itself—but also in 
light of the potential protective role that higher levels of formal education can play in the lives of 
girls. As previously described, the primary obstacle to education that emerged from this research 
was poverty, or the costs associated with involvement in schooling.  From an Ecological Theory 
perspective, addressing economic constraints at the household level that interfere with girls’ 
involvement in school represents a potential way forward.  As described in Article 1, income 
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generation opportunities have been used in various settings to address financial barriers to 
education (Baird et al, 2011; De Janvry and Sadoulet, 2004), suggesting that the similar 
approaches may be impactful within the context of the DRC, if appropriately contextualized and 
adapted.  
Further, although formal education in this study was largely associated with an overall 
protective benefit with regard to physical and sexual violence, findings also suggest a need to 
further investigate the ways in which girls are exposed to various forms of violence in and 
around school contexts. Based on existing literature in other contexts—the potential for violence, 
abuse, and discrimination against girls in school settings is one that must be carefully examined 
and addressed through appropriate interventions so that formal schooling in the DRC can 
become even more protective. In addition, as this study did not directly conduct research within 
school settings, additional investigation of this nature would be warranted.   
It is also notable that while higher levels of school participation were associated with a 
reduced likelihood of girls experiencing physical and sexual violence, no significant difference 
was observed across levels of school participation for emotional violence.  As previously 
described, reported rates of emotional violence were high across all levels of school 
participation, suggesting that girls may be experiencing emotional violence at similar rates both 
within school settings as well as within their homes and communities. In light of these issues, 
findings suggest a need to further to investigate the scope and nature of emotional violence 




Another significant finding that emerged from this research was the role of age with 
regard to girls’ risk of exposure to violence.  As identified in all sequential models in Article 1, 
girls’ younger age was associated with an elevated risk of physical and sexual violence as 
compared to older girls. From a developmental perspective (Erikson, 1993), these findings 
suggest that younger girls may be less able to protect themselves from particular forms of 
violence, and less able to seek help in the event that violence occurs.  In addition, from an 
Ecological Theory perspective, there may be particular factors at the household, school, or 
community levels that increase the vulnerability of younger girls to physical and sexual violence. 
 While existing literature focuses on the potential vulnerability to violence faced by 
adolescent girls in humanitarian contexts (Falb et al, 2016a; Global Protection Cluster, 2013; 
United Nations Children’s Fund, 2014b), less is known about the differential risk factors based 
on girls’ age.  And, among studies of violence against girls (and children) in humanitarian 
contexts, the least is known about children within the youngest age ranges, with the majority of 
existing research focusing on the experiences of older adolescents (Stark and Landis, 2017).  As 
a result, findings from this research suggest a need for additional research to investigate the 
relationship between girls’ age and experiences with violence in the DRC, with a particular 
emphasis on younger girls.   
The need for this type of research is further supported by the findings from the first 
article whereby girls who experienced forced sex at a young age (five years old or younger) were 
significantly more likely to never attend school.  From an Ecological Theory perspective, early 
exposure to rape or sexual violence represents an individual-level risk factor for lower levels of 
educational attainment, and higher rates of violence later in life. These findings are supported by 
prior research on child maltreatment, which suggests that abuse at early ages may be particularly 
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detrimental to children’s social and emotional development (Davies, 1999). From a program 
perspective, these findings suggest a need to increase the capacity of families and communities 
to identify and respond to cases of sexual violence against young girls, which may be harder to 
identify in light of girls’ younger age and developmental capacity.  In light of the fact that 
humanitarian programming related to sexual violence has focused primarily on women and 
adolescent girls—this research also suggests a need to adapt violence prevention and response 
initiatives to also address the needs of young girls.   
Another significant implication of this research can be seen in the fact that the majority of 
perpetrators identified by girls were either family members or known individuals.  These 
findings suggest a need to engage in efforts to prevent violence at the level of girls’ families and 
communities, to combat harmful social norms that contribute to its occurrence.  Existing research 
on violence against girls in humanitarian contexts supports this premise— suggesting that 
violence overall against girls in these settings is more likely to be carried out by known 
individuals as opposed to strangers (Ellsberg et al, 2008; Stark and Ager, 2011).  From an 
Ecological Theory perspective, engaging with families and communities to prevent violence 
against girls is particularly crucial, in light of the pivotal role these actors play in either 
promoting girls’ protection or harm.  
While the majority of girls reported violence largely by known individuals, and no 
differences were found based on girls’ level of participation in education—the one exception that 
emerged was with regard to unwanted sexual touching by armed actors.  In this case—this type 
of perpetrator was reported the most frequently by girls with the highest level of participation in 
formal schooling—suggesting that additional research is needed to examine these issues and 
understand potential ways in which in-school girls in certain locations may be more at risk of 
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violence by armed groups.  Based on these findings, interventions to protect girls from these 
risks are also urgently needed.   
Building on these findings, the second article introduced the issue of child marriage—
itself considered a form of violence against girls according to international human rights norms 
(IASC, 2015), and sought to determine how girls’ marital status moderates the observed 
relationship between education and violence outlined above.  When considering individual 
characteristics of girls, those who were married reported significantly higher rates of violence 
than non-married girls as well as lower levels of participation in formal education.   These 
findings are consistent with existing research on the ways in which child marriage exposes girls 
to increased risk of violence as interferes with girls’ involvement in formal schooling (Anand et 
al, 2017; Kidman, 2016; Raj et al, 2010; Field and Ambrus, 2008; Svanemyr et al, 2015). 
In addition to general differences in rates of violence and level of participation in 
education between married and non-married girls, a central theme that emerges from this article 
is the way in which child marriage moderates the protective role of education for married girls.  
As described, although a significant relationship was observed between higher levels of 
participation in formal education and lower rates of sexual violence among non-married girls, no 
significant relationship was observed among girls who were married. While marriage is well-
known to disrupt girls’ attendance and enrollment in formal schooling (Field and Ambrus, 2008; 
Glick et al, 2015), these findings expand on prior research by suggesting that child marriage not 
only interferes with school involvement, but can undermine the potential protective benefit of 
education that girls could otherwise experience.  These findings are supported by existing 
research documenting the ways in which child marriage can moderate—and thereby diminish the 
effect of—interventions targeting girls’ safety and well-being (Falb et al, 2015).  Additional 
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research is needed to explore these issues in greater depth, and determine how to address not 
only the educational needs of married girls, but also how to prevent them from experiencing 
violence.  
Notably, findings from this article also point to high rates of IPV within the context of 
girls’ marriages—and that girls were likely to be experiencing multiple forms of violence 
simultaneously. These findings support existing research on co-occurring forms of violence, 
which suggest that survivors often experience multiple types of violence within the context of 
abusive relationships—and that the cumulative effect of these experiences is likely to be more 
severe than if a single type of maltreatment occurred (Finkelhor et al, 2007; Turner et al, 2010; 
Soler et al, 2013).  Building upon these concepts, this research suggests that the overall impact of 
child marriage on girls’ development and well-being is likely to be magnified if they are also 
experiencing multiple forms of violence. The fact that married girls in this study were largely 
partnered with husbands outside of their own age range supports this notion—and is consistent 
with existing literature on the power disparities and increased risk of IPV that are often in place 
when girls are married to substantially older men (Kopelman, 2016; Machel et al, 2013; 
Svanemyr et al, 2015).   In light of these issues, findings suggest a need for humanitarian actors 
to adapt programmatic interventions designed to combat marital violence, and ensure that these 
efforts accommodate the unique needs of adolescent girls.  
This research also addresses the issue of marriage being used as a form of settlement for 
girls who have been raped.  As previously described, this practice is common in the DRC, and is 
often carried out with little opportunity for agency on the part of girls (Freedman, 2016; 
Mansfield, 2009).  The fact that married girls reported significantly higher rates of believing they 
would be forced marry their perpetrator if raped suggests that girls within this sample may have 
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been affected by this practice.   In addition, this belief was also associated with an increased 
likelihood of sexual violence when examined through sequential models.  While conclusions 
cannot be directly made from this research alone—findings suggest that additional investigation 
of these issues is needed.  
From a programmatic perspective, findings also suggest that efforts are urgently needed 
to prevent marriage being used as a community solution for young female rape survivors.  In 
particular, it is crucial to engage at the family and community levels to combat the social 
acceptance of this practice.  Ultimately, continued efforts are needed to ensure that child 
survivors of sexual violence receive appropriate care, and are able to participate in decision-
making according to their capacities regarding nature of the response provided to them. 
As previously described, community settlements for rape are often due to widespread 
impunity against perpetrators and inefficiencies within the justice system (United Nations Joint 
Human Rights Office in the Democratic Republic of the Congo, 2014). As a result, findings from 
this research also suggest the need for continued criminal justice and security sector reform 
within the DRC to address increase the capacity of the police and the judicial system to respond 
effectively to the needs of child survivors.  
Ultimately, findings from the second article suggest an urgent need to prevent child 
marriage against girls—not only because it represents a violation of girls’ human rights in and of 
itself—but also in light of its significant association with higher rates of violence, and disrupted 
access to education.  The drivers of child marriage are complex, and are known to increase in 
conflict-affected societies. In light of the limited peer-reviewed literature on child marriage in the 
DRC, additional research is also needed to explore the drivers of child marriage, its effects on 
girls, and to capture more accurate estimates of its scope and prevalence.  Based on these 
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findings—prevention and response interventions are needed address the various Ecological 
factors that contribute to child marriage in the DRC—ranging from gender norms, to poverty, to 
ways in security risks and shifting conditions associated with conflict and displacement.   
Based on the protective role of education vis-à-vis violence that emerged in the study in 
Article 1 and for non-married girls in Article 2, the third article took a step back and examined 
factors that contributed to whether or not girls were in school.  The role of girls’ and caregivers’ 
gender norms emerged as highly significant, with more equitable gender norms associated with 
higher levels of girls’ participation in formal schooling. These findings support existing research 
on the role of gender norms in impacting girls’ involvement in education (Edewor, 2006; Neetu 
et al, 2017; Jones et al, 2014), although are unique in their inclusion of both girls’ and 
caregivers’ perspectives within the same analysis.  
A key finding that emerged from this article is that, when considered jointly, caregivers’ 
gender norms and perspectives on girls’ education took prominence over the perspectives of girls 
on certain issues.  And, the degree to which girls were comfortable discussing education with 
their caregivers remained highly significant throughout all sequential models—further 
supporting the influential role of caregivers in the lives of girls with regard to their involvement 
in formal education.  As a result, findings support existing research that suggests efforts to 
promote gender equity must work not only with girls, but at the broader family, community, and 
societal levels (Bajaj and Pathmarajah, 2011; UNICEF, 2016; Watson, 2014). In light of the 
limited research on the relationship between gender norms and education in the DRC, additional 




When considered jointly, findings across the three articles included in this dissertation 
emphasize the importance of an Ecological approach to examining issues of education and 
violence among girls in the DRC.  As demonstrated by this research, multiple factors in girls’ 
lives and social environments influence the degree to which they are in school, as well as their 
risk of exposure to violence.  Ecological interventions are urgently needed to prevent and 
respond to all forms of violence against girls, and promote their participation in formal 
education. Additional research is also needed to rigorously examine the impact of these 
approaches and promote an environment in which girls can be educated, protected from violence, 
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Appendix A: Article Overview Sheets 
 
Overview Sheet- Paper #1: The School Participation Effect: Investigating Violence and 




Investigate the relationship between girls’ reported events of violence, and 
their level of participation in formal education,  adjusted for key control 
variables. 
Study Population All girls 10 – 14 years old (n=866) 
Primary Outcomes • Sexual Violence Composite 1 in the last 12 months (unwanted sexual 
touching OR sexual coercion OR sex in exchange for favors); 
 
• Sexual Violence Composite 2 (ages 13-14 only) in the last 12 months 
(unwanted sexual touching OR sexual coercion OR sex in exchange 
for favors OR forced sex); 
 
• Physical Violence in the last 12 months  
 
• Emotional Violence Composite in the last 12 months (Loud or 
Aggressive Screaming OR Verbal Insults OR Emotional Neglect) 
Primary Predictor Girls’ level of participation in formal education constructed as a 4-level 
ordinal variable: 
     0: never attended school;  
     1: attended school, but missed all of last year;  
     2: attended school last year, but missed 1+ days in the last week; and 
     3: attended school last year, and missed no days in the last week 
Additional 
Predictors 
• Girls who have a supportive adult in their lives to give them advice 
• Girls who have female friends their own age outside of the family  
• Girls’ perceptions of safety outside of school 
Control Variable • Girls’ age  
Statistical Model Mixed effects logistic regression model 
logit{Pr(yij =1) | pij, ageij, xij3, …, xijp, bj} = β0 + β1pij + β2ageij + β3xij3 + β4xij4 
+ … + βpxijp + sitej, where pij ,ageij and xijk, for the k=3, …, p potential 
confounders, each included as fixed effects, and sitej estimated as random 
effects.   
Stata Code for 
Final Models 
* Final model  (4) for Sexual Violence Composite 1: 
melogit svly_new1 age sch_exp advice friendsof safe_sum || site: , or 
intpoints(12) 
 
(Note: This same final model was also used to investigate the outcomes of 
Sexual Violence Composite 2 and Physical Violence).  
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Overview Sheet Paper #2:   
Violence, well-being and level of participation in formal education among adolescent girls 
in Eastern Democratic Republic of the Congo: the role of child marriage 
Primary 
Objective(s) 
To investigate the moderating effect of child marriage on the association 
between violence and school participation among girls, in the presence of 
additional predictor variables  
Study Population Older girls 13 – 14 years old (n=350) 
Primary 
Outcome 
• Sexual Violence Composite 1 in the last 12 months (unwanted sexual 
touching OR sexual coercion OR sex in exchange for favors); 
 
• Sexual Violence Composite 2 in the last 12 months (unwanted sexual 
touching OR sexual coercion OR sex in exchange for favors OR forced 
sex); 
 
• Forced Sex in the last 12 months; 
 
• Physical Violence in the last 12 months; 
 
• Emotional Violence Composite in the last 12 months (Loud or 
Aggressive Screaming OR Verbal Insults OR Emotional Neglect) 
Predictors • Girls’ level of participation in formal education constructed as a 4-
level ordinal variable: 
            0: never attended school;  
            1: attended school, but missed all of last year;  
            2: attended school last year, but missed 1+ days in the last week; and 
            3: attended school last year, and missed no days in the last week 
• Girls’ marital status was measured as either “married” (1) or “not 
married (0) 
• Interaction between marital status and girls’ level of school 
participation 
• Girls’ self-esteem 
• Girls’ hope 
• Girls’ belief they would be forced to marry male perpetrator of forced 
sex 
Control Variable Girls’ age  
Statistical Model Mixed effects logistic regression model 
logit{Pr(yij =1) | pij, ageij, xij3, …, xijp, bj} = β0 + β1pij + β2ageij + β3xij3 + β4xij4 + 
… + βpxijp + sitej, where pij ,ageij and xijk, for the k=3, …, p potential 
confounders, each included as fixed effects, and sitej estimated as random 
effects.   
Stata Code for 
Final Model 
* Final model  (7) for Sexual Violence Composite 2: 
melogit svly_new2 age sch_exp_centered i.married married_sch_exp_centered 
fam_forcemarry rosenberg chs if age > 12 || site: , or intpoints(12) 
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Overview Sheet Paper #3:   
Examining the Association Between Gender Norms and Girls’ Participation in Formal 




1) Investigate how girls’ and caregivers’ gender norms influence girls’ 
participation in formal education, when adjusted for demographic and 
personal attributes. 
2) Investigate the relationship between girls’ experience with violence, and their 
level of participation in formal education, when adjusted for girls’ and 
caregivers’ gender norms. 
Study Population All girls 10 – 14 years old (n=866) 
Primary 
Outcome 
Girls’ level of participation in formal education constructed as a 4-level ordinal 
variable: 
     0: never attended school;  
     1: attended school, but missed all of last year;  
     2: attended school last year, but missed 1+ days in the last week; and 




1) Comfortable discussing education with parents/caregivers 
2) Comfortable discussing livelihoods with parents/caregivers 
3) Comfortable discussing puberty with parents/caregivers 
4) Comfortable discussing sex with parents/caregivers 
5) Girls’ view of highest grade girl should complete 
6) Husband can beat wife if she doesn’t care for children 
7) Husband can beat wife if she argues with him 
Caregivers: 
1) Men’s rights and privileges sub-scale 
2) Caregiver view of highest level of schooling girl should complete 
3) Age caregiver hopes girl will get married 




1) Girls’ age; 2) Girls’ self-esteem; 3) Girls’ hope; 4) Safe out-of-school 
locations 
Caregivers: 
1) Primary financial supporter: Mother 
Statistical Model Mixed effects ordinal logistic regression model 
logit{Pr(yijk>t)} = α0 + α1  + α2 + β1ageijk + β2xijk2 + … + βpxijkp + si + cij, where 
ageijk and the h=2, …, p potential predictor variables, xijkh, are included as fixed 
effects, and the site effects (si) and caregiver effects (cij) are included as random 
effects 
Stata Code for 
Final Model 
* Final Model (9) with Sites and Child within Family as Random Effects 
meologit sch_exp age rosenberg chs safe_sum comfort_c5a ok_child ok_argue 
mom_finprov gnamenr_cg d4cat_cg || site: || family_cod: , or intpoints(12)  
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The School Participation Effect: Investigating Violence and Formal Education among Girls 
in the Democratic Republic of the Congo 
 




Type of Violence Construction Time Period Measured  
Sexual Violence  










Sex in Exchange for Favors 
Forced Sex (ages 13-14 only) 
Sexual Violence Composite 1 
 
 
Derived “yes/no” question, defined as 
“yes” for girls who reported experiencing 
any of the following: Unwanted Sexual 
Touching OR Sexual Coercion OR Sex in 
Exchange for Favors 
Sexual Violence Composite 2 
(ages 13-14 only) 
Derived “yes/no” question, defined as 
“yes” for girls who reported experiencing 
any of the following: Unwanted Sexual 
Touching OR Sexual Coercion OR Sex in 
Exchange for Favors OR Forced Sex 
Physical Violence  
Beaten or Hit Original “yes/no” question from girls’ survey 
Last 12 
months 
Emotional Violence  








Emotional Violence Composite  
Derived “yes/no” question, defined as 
“yes” for girls who reported experiencing 
any of the following: Aggressive 











Variable Name Variable Construction 




Ordinal variable derived from original girls’ survey 
questions, to include the following levels of participation:  
     0: never attended school 
     1: attended school, but missed all of last year 
     2: attended school, but missed one or more days in the   
         last week 
     3: attended school last year, and missed no days in the last  
         week 
Highest grade of school 
completed  
Numeric grade (continuous) 
Involvement in paid and 
unpaid work 
Original “yes/no” questions from girls’ survey, analyzed 
separately, to assess the following: 
• Ever worked for money or other payment outside 
from household chores 
• Worked outside the home for money or other 
payment in last 12 months 
• Worked in the last 12 months, outside of regular 
household chores, but were not paid 
Girl has adult in her life to give 
advice  
Original “yes/no” questions from girls’ survey 
Girl has female friends her own 
age outside of the family  
Girls’ perceptions of safety at 
school 
Original “yes/no” question from girls’ survey reflecting 
whether girls felt safe at school 
Girls’ perceptions of safety 
outside of school  
Derived variable from original survey questions to include 
the following options: 
     0: safe in no locations 
     1: safe in one location 
     2: safe in two locations 
     3: safe in three locations 
     4: safe in four locations 
Girls’ living arrangements with 
biological parents  
Original question from girls’ survey, with the following 
responses: 
     1: living with both parents 
     2: living with mother only 
     3: living with father only 




Variable Name Variable Construction  
Girls’ Age Numeric age (10-14 years; continuous) 
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Examining the effects of child marriage and level of participation in formal education on 
girls’ exposure to violence in the Democratic Republic of the Congo (DRC) 
 





Type of Violence Construction Time Period Measured  
Sexual Violence  










Sex in Exchange for Favors 
Forced Sex  
Sexual Violence Composite 1 
 
 
Derived “yes/no” question, defined as 
“yes” for girls who reported experiencing 
any of the following: Unwanted Sexual 
Touching OR Sexual Coercion OR Sex in 
Exchange for Favors 
Sexual Violence Composite 2 
 
Derived “yes/no” question, defined as 
“yes” for girls who reported experiencing 
any of the following: Unwanted Sexual 
Touching OR Sexual Coercion OR Sex in 
Exchange for Favors OR Forced Sex 
Physical Violence  
Beaten or Hit Original “yes/no” question from girls’ survey  
Last 12 
months 
Emotional Violence  








Emotional Violence Composite  
Derived “yes/no” question, defined as 
“yes” for girls who reported experiencing 
any of the following: Aggressive 










Variable Name Variable Construction 
Girls’ marital status Original “yes/no” question from girls’ survey, asking girls if they are “currently married or living with a man as married” 




Ordinal variable derived from original girls’ survey 
questions, to include the following levels of participation:  
     0: never attended school 
     1: attended school, but missed all of last year 
     2: attended school, but missed one or more days in the   
         last week 
     3: attended school last year, and missed no days in the last  
         week 
Interaction between marital 
status and level of participation 
in formal education 
Derived variable to reflect the interaction between girls’ 
marital status and level of participation in formal education  
Highest grade of school 
completed  
Numeric grade (continuous) 
Girls’ hope 
Children’s Hope Scale (Snyder et al, 1997), which includes 6 
items focused on girls’ hope, agency and future orientation.  
Girls’ scores on the 6 questions were averaged and measured 
as continuous variables. (See questions M1-M6 in Appendix 
E). 
Girls’ self-esteem 
Rosenberg Self-Esteem Scale (Rosenberg, 1965), which 
includes 10 questions to assess girls’ self-perception. Girls’ 
scores on the scale were averaged, and measured as 
continuous variables.  (See questions G1-G10 in Appendix 
E). 
Girls’ belief they would be 
forced to marry male 
perpetrator if they were raped 




Variable Name Variable Construction  


















Examining the Association Between Gender Norms and Girls’ Participation in Formal 
Education in the Democratic Republic of the Congo 
 




Variable Name Variable Construction 




Ordinal variable derived from original girls’ survey questions, 
to include the following levels of participation:  
     0: never attended school 
     1: attended school, but missed all of last year 
     2: attended school, but missed one or more days in the   
         last week 
     3: attended school last year, and missed no days in the last  





Girls’ Gender Norms Variable Construction 
Girls’ comfort discussing 
topics pertaining to female 
social norms 
Original “yes/no” questions from girls’ survey, analyzed 
separately, regarding whether girls reported being comfortable 
discussing the following topics with caregivers: 
• Education 
• What girls will do to earn a living  
• Puberty 
• Sex  
Highest grade a girl should 
complete before leaving 
school (girls’ view) 
 
 
Original questions from girls’ survey, analyzed separately, 
measured as continuous variables  Age at which girl should get 
married (girls’ view) 
Age at which girl should have 
first child  
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Girls’ attitudes on intimate 
partner violence  
Original “yes/no” questions from girls’ survey, analyzed 
separately, regarding whether girls felt it was acceptable for a 
husband to hit his wife in response to the following scenarios: 
• If she goes out without telling him 
• If she does not care for children in a proper manner 
• If she argues with him 
• If she refuses to have sex with him 
• If she burns the food 
Caregivers’ Gender Norms  
Men’s Rights and Privileges 
Sub-Scale 
The first 8 questions of the Gender Norms and Attitudes 
(GNA) Scale (Nanda, 2011), which focus on caregivers’ 
attitudes towards equity between males and females. Scores 
for the sub-scale were averaged, with a possible range of 1-2, 
with higher scores indicating more equitable gender attitudes 
(See questions C1-C8 in Appendix D). 
Favor Equity in Education 
Sub-Scale 
The first 4 questions of the Gender Norms and Attitudes 
Scale, which focus on caregivers’ attitudes towards equity in 
education between males and females. Scores for the sub-
scale were averaged, with a possible range of 1-2, with higher 
scores indicating more equitable gender attitudes 
(See questions C1-C4 in Appendix D). 
Highest grade girl should 
complete before leaving 
school (caregivers’ view) 
 
Original question from girls’ survey, measured as a 
continuous variable 
 
Highest level in education  
girl should complete before 
leaving school (caregivers’ 
view) 
A four-level ordered variable created from original survey 
question with the following responses: 
     1: primary 
     2: some secondary 
     3: completed secondary 
     4: university  
Age at which caregiver hopes 
girl will get married 
 
Original questions from girls’ survey, measured as continuous 
variables 
 
Age at which caregiver hopes 

















Girls’ Control Variables Variable Construction 
Girls’ age Numeric age (10-14 years; continuous) 
Girls’ self-esteem 
Rosenberg Self-Esteem Scale (Rosenberg, 1965), which 
includes 10 questions to assess girls’ self-perception. Girls’ 
scores on the scale were averaged and measured as a 
continuous variable.  (See questions G1-G10 in Appendix E). 
Girls’ hope 
Children’s Hope Scale (Snyder et al, 1997), which includes 6 
items focused on girls’ hope, agency and future orientation. 
Girls’ scores on the scale were averaged and measured as a 
continuous variable.  (See questions M1-M6 in Appendix E). 
Girls’ perceptions of safety 
outside of school  
Derived variable from original survey questions to include the 
following options: 
     0: safe in no locations 
     1: safe in one location 
     2: safe in two locations 
     3: safe in three locations 




Caregivers’ age Numeric age (continuous) 
Primary financial support for 
girls’ household 
“Yes/No” questions derived from caregivers’ survey to 
determine if: 
• Mother provides primary financial support for girls’ 
household 
• Father provides primary financial support for 
household  
• Another individual (i.e. “other”) provides primary 










Appendix D: Girls’ Baseline Survey Tool 
 
Girl survey (DRC) 





A1 Village Name _____ _____ _____ Record 
A2 Neighbourhood _____ _____ _____ Record from 
listing 
A3 Sous village du quartier _____ _____ _____ Record from 
listing 
A4 Language Spoken LIST OF OPTIONS 
(determined during recruitment 
phase) 
 
A5 Surveyor ID _____ _____ Record your ID 
here 
A6 Date of survey ____ ____/____ ____/____ 
____ ____ ____ 
dd/mm/yyyyy 
A7 Start time of survey _____ _____ : _____ _____  24 hour clock 
A8 End time of survey _____ _____ : _____ _____  24 hour clock 
A9 Caregiver’s Identification Code _______________  
A10 Girl’s Identification Code ________________  




Hello again, I am glad to see you.  Thank you for meeting me after agreeing to this 
interview the other day.  I just want to remind you quickly about what you were told 
the last time we spoke.  We are going to ask you about your life and experiences, 
including your family, your school (if you go to school), your safety, your 
relationships with other boys and girls, and your hopes for the future.  While you will 
not benefit personally from this interview or receive any money or material benefits, 
we are collecting this information to improve programs for girls like you in DRC, and 
we hope that you will be thoughtful and honest when answering.   
There is no pressure to talk to us today.  You can say that you do not want to talk to us 
today and we will not be offended.  You can also refuse to answer any question you 
do not want to answer if you feel embarrassed or uncomfortable, and nothing bad will 
happen; we will simply move onto the next question.   
The information you give will only be used for the purpose of research, and no one 
(including your family, friends, or other people in your community) will know what 
you said.  Everything you say will be kept secret, and we will use a computer to make 
sure that not even I know some of your answers. 
Before we begin, I want to make sure you are comfortable and understand everything 
we’ve talked about.  Do you have any questions?  Do you agree to speak to me today? 
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Girl survey (DRC) 
Question # Question Response options Instructions 
Great.  We will be starting with some easy questions about you.  




B2 Have you ever attended school? 1=Yes 
2=No 
888=Don’t Know 
999 = No Response 
If the respondent 
answers “no” or 
“don’t know” 
skip to question 
B8 






B4 Were you enrolled in school 





999 = No Response 
If “Yes”, skip to 
question B6 
If not “Yes” ask 
question B5 
B5 What is the primary reason you 
were not enrolled in school 
during the most recent school 
year (2013-2014)? 
1=Family could not afford 
2=Got married 
3=Too many domestic 
responsibilities 
4=School too far / no school in 
vicinity 
5=Family does not approve/see 
benefit 









Skip to question 
B8 
 
B6 In the last week how many of the 
scheduled school days did you 












Girl survey (DRC) 
Question # Question Response options Instructions 
B7 The last time you missed school, 
why didn't you go? 
1=Sick 
2=Had housework to do 
3=Had to take care of a child 
or sick relative 
4=Had to go to work for 
money 
5=Too tired 
6=Had plans with friends 






B8 Aside from your regular 
household chores, have you ever 





999 = No Response 
If answer is 
“No” or don’t 
know”, skip to 
question B10 
B9 What type of work have you 
done in the past 12 months for 
money or any other payment? 
1=None 
2=Work in shop 
3= Housekeeping for another 
family 











B10 Aside from your regular 
household chores, what kinds of 
work have you done in the past 
12 months for which you were 
not paid? 
1=None 
2=Work in shop 
3=Housekeeping for another 
family 









Girl survey (DRC) 
Question # Question Response options Instructions 
B11 Now, I would like to ask you 
some questions about your 
biological parents, your natural 
parents who gave birth to you.  





999 = No Response 
 












You are doing a great job!   
For the next two questions, I am going to say something and I want you to tell me 
whether it is very true, somewhat true, or not true at all.  It is alright if you don’t know 
or do not want to answer.  Do you understand? 
C1 There is an adult in your life who 








C2 There is an adult in your life 
who you regard as your mentor.   
By mentor, I mean a person that 
provides guidance, moral 
support, and gives you good 
advice to help you succeed in 
life.  Would you say this is… 
3=Very true 
2=Somewhat true 
1=Not true at all 
888=Don’t Know 
999=No Response 
If  answer is 
“Not true at all” 
or “Don’t know” 
skip to C5 
C3 Who do you regard as your 


















Girl survey (DRC) 
Question # Question Response options Instructions 
C4 What do you talk to your mentor 
about? 
1=Plans for future 
2=Health problems 
3=School lessons 
4=Peers at school 
5=Family problems 
6=Conflict with your parents 
or guardians 
7=Conflicts with husband, 
men, or boyfriends 
8=Conflicts with friends and 
neighbors 
9=Conflicts with siblings 
10=Conflicts at work 
11=Financial plans/saving 
money 
12=Work or career plans 
13=Plans you have with your 
boyfriend or husband 
888=Don’t Know 
999=No Response 




Next I am going to ask you how comfortable are you talking about a few specific 
issues with your parent(s)/caregiver(s).  For each topic I mention, I want you to tell me 
whether you are very comfortable or uncomfortable talking about it with these people.  
It is alright if you don’t know or do not want to answer.  Do you understand? 
  
C5a Are you uncomfortable or 
comfortable talking about your 








C5b What about what you will do to 







C5c What about marriage and when 
your parents /caregivers expect 








Girl survey (DRC) 
Question # Question Response options Instructions 
C5d What about puberty (changes 








C5e Are you uncomfortable or 
comfortable talking about topics 
















C5g What about HIV/AIDS or other 











Great work so far! The next questions relate to how you feel about safety in your life 
and community and places you feel safe. 
D1 Do you feel safe at home?  1=Yes 
2=No 
888=Don’t Know 
999 = No Response  
 
D2 Do you feel safe at school? 1=Yes 
2=No 
888=Don’t Know 
999 = No Response 
 





999 = No Response 
 





999 = No Response 
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Girl survey (DRC) 
Question # Question Response options Instructions 
D5 Is there a place in the community 
where you feel comfortable 




999 = No Response 
 
 Next I’d like to ask you a couple questions about your friends. I am going to make 
some statements; for each one, please tell me whether you agree or disagree.  It is 
alright if you don’t know or do not want to answer.  Do you understand? 
D6 I have friends that I can talk to 
about important things. Do you 






D7 I have friends that I can rely on 






D8 Do you have any female friends 





999 = No Response 
If ”No” or “don’t 
know, skip to 
question D10 
D9 How many of these female 
friends do you have? 
1=0 
2=1 to 3 
3=4 to 10 




D10 Apart from someone in your 
family, do you have a female 
figure in the community you can 










Now I am going to ask you a couple of questions about things that happen to a girl 
throughout her life, like school and marriage. 
E1 What grade in school do you 
think a girl should complete 
before leaving school? 




E2 At what age do think a girl 
should get married? 
_____ _____ (years) Enter 88 for 
Don’t Know 
Enter 99 for No 
Response 
E3 At what age do you think a girl 
should have her first child? 
_____ _____ (years) Enter 88 for 
Don’t Know 
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Girl survey (DRC) 
Question # Question Response options Instructions 




   
 Now, I am going to read some statements about relationships between men and 
women. For each statement I read, I want you to say whether you agree or disagree. 
There are no right or wrong answers, so please feel free to share your honest opinion.  
It is alright if you do not know or do not want to answer.  Do you understand? 
F1 It is a female’s responsibility to 
avoid getting pregnant. Do you 






F2 A male should have the final 







F3 A female should tolerate 







F4 A male can hit his wife if she 













 Great work!  Let’s take a 5 minute break so you can get up and move around!  When 
we come back, I’m going to have you use this computer to answer some questions. 
HAVE THE CHILD TAKE A BREAK AND GET A REFRESHMENT WHILE YOU 
SET UP THE ACASI TOOL 
 Great, thanks for coming back!  You’re doing an excellent job answering these 
questions so far.   
Now we’re going to use this cool computer to help you answer some questions so that 
no one, not even me, knows your answers.  We will be starting with some questions 
about how you feel about yourself. 
First, though, I want to show you the computer that we will be using to ask you 
questions.  Do not worry about using the computer; I will show you how to use it and 
we will practice before you start answering the real questions.  The reason that we are 
using the computer is that, as we discussed before, some of the questions may make 
you feel uncomfortable or embarrassed and some people feel shy when talking about 
things that are very personal.  We have found that girls in communities like yours are 
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Girl survey (DRC) 
Question # Question Response options Instructions 
more comfortable using a computer to answer because no one besides them will hear 
the questions or see the answers.  As I mentioned before, your answers will be 
completely secret; no one in this community will know what answers you give.  Even 
I will not know any of the answers that you give.  Do you have any questions so far? 
  
Ok, here is the computer we will be using. SHOW THE TABLET. We are going to 
have you wear these headphones that play sounds into your ears.  
 
DEMONSTRATE TO THE RESPONDENT HOW TO USE THE EQUIPMENT. IF 
SHE HAS NEVER USED HEADPHONES, SHOW HER HOW TO PUT THEM ON 
WITH THE L ON HER LEFT EAR AND THE R ON HER RIGHT. 
 
For each question, you will hear a voice reading you the question and all of the 
possible answers.  You will also see them on the screen. 
 
MAKE SURE THAT THE AUDIO RECORDING IS SET AT AN APPROPRIATE 
VOLUME, AND SHOW THE RESPONDENT HOW TO ADJUST THE LEVEL. 
 
You can answer the question at any time, but you should take as much time as you 
need to answer each one.  You will answer by pressing the appropriate box on the 
computer screen.  The answer you choose will look like this when it has been chosen.  
The voice you hear is recorded like a song, so you should not try to answer it by 
speaking. 
 
SHOW HER HOW TO PRESS THE SCREEN LIGHTLY WITH THE STYLUS, 
KEEPING IT AS STRAIGHT AS POSSIBLE. EXPLAIN THAT HER ANSWER 
HAS NOT BEEN REGISTERED UNTIL THE BOX IS HIGHLIGHTED SO SHE 
MAY HAVE TO PRESS THE SCREEN MORE THAN ONCE. 
 
Do you have any questions before we start the practice with the computer? 
 
  
YOU MAY HAVE TO GO THROUGH THE PRACTICE QUESTIONS MORE 
THAN ONCE TO MAKE SURE THAT THE GIRL IS COMFORTABLE WITH 
THE TOOL.  
 
OK, you’re doing a great job and learning very quickly. I think you are ready to 
answer the real questions! I am going to leave the computer with you so that you can 
have privacy.  However, I am going to stay close by in case you have any problems or 
questions.  Do you think you’re ready to start? 
 
IF AFTER THE INTERVIEW STARTS THE RESPONDENT IS NOT SURE HOW 
TO ANSWER A PARTICULAR QUESTION, DO NOT ANSWER FOR HER OR 
ENTER HER RESPONSE FOR HER ON THE COMPUTER. YOU SHOULD 
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Girl survey (DRC) 
Question # Question Response options Instructions 
REPEAT THE INSTRUCTIONS PROVIDED IN THE AUDIO SCRIPT, AND IF 
NECESSARY, GUIDE THE RESPONDENT ON HOW TO ANSWER THE 
QUESTION USING HYPOTHETICAL SCENARIOS. IF YOU NEED TO 
REPHRASE THE QUESTION, MAKE SURE NOT TO ALTER THE MEANING. 
G. Self-
esteem 
Welcome to using the ACASI tablet.  My name is _______ and I am going to read you 
the questions.  Remember that you can call the interviewer over any time you have 
questions or problems with the computer. 
First, I am going to read you 10 statements that could possibly apply to you.  Please 
tell me how much you agree with each statement:  whether you strongly agree, agree, 
disagree or strongly disagree.  It is alright if you don’t know or if you do not want to 
answer.  Do you understand? 
For each question, if you strongly agree, touch the [insert symbol]. If you agree, touch 
the [insert symbol]. If you disagree, touch the [insert symbol]. If you strongly 
disagree, touch the [insert symbol]. If you don’t know, touch the [insert symbol], if 
you want to skip this question, touch the [insert symbol].  
G1 I feel that I am equal to other 
people. Remember, if you 
strongly agree, touch the [insert 
symbol]. If you agree, touch the 
[insert symbol]. If you disagree, 
touch the [insert symbol]. If you 
strongly disagree, touch the 
[insert symbol]. If you don’t 
know, touch the [insert symbol], 
if you want to skip this question, 
touch the [insert symbol]. 







G2 I feel that I have a number of 
good qualities. 














G4 I am able to do things as well as 
most other people. 








Girl survey (DRC) 
Question # Question Response options Instructions 
G5 I feel I have much to be proud 
of. 







G6 I take a positive attitude toward 
myself. 




























G10 I think that I am a person who 
has value 









Now I want to ask you some questions about your own experience in relationships 
with boys and men. Please remember that there are no right or wrong answers and be 
assured that you will not be judged in any way.  
Also recall that your answers are completely anonymous (your name is nowhere on 
this survey), as well as confidential, meaning that no one outside of the research team 
will know your answers.  Since you are using this tablet, not even the interviewer that 
you talked to before will know how you answered.  You can also say you don’t know 
or refuse to answer any question and nothing bad will happen to you. 
		 230	
Girl survey (DRC) 
Question # Question Response options Instructions 
H1 Are you currently married or 
living with someone as if 
married? 
1=No 
2=Yes, married and living with 
husband 
3=Yes married but not living 
with husband 




If “No”,  “Don’t 
Know”, or “No 
Response”, skip 
to H3 
H2 How old is your husband/man 





H3 At what age do you think a girl 




Enter 88 for 
Don’t Know 
Enter 99 for No 
Response 
H4 At what age do you think a girl 




Enter 88 for 
Don’t Know 
Enter 99 for No 
Response 
H5 How much peer pressure is there 
to have a boyfriend do you feel? 
1=None 





H6 How much does your 
caregiver/parent pressure you to 
get married? 
1=None 





H7 Have you ever kissed a boy in a 










If the answer is 
“No” or “don’t 
know”, skip to 
H10 
H9 How many boyfriends have you 
had in the last 12 months? 
_______ Enter 888 for 
Don’t Know 
Enter 999 for No 
Response 
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Question # Question Response options Instructions 
H10 Have you ever had sexual 






If the answer is 
not “No” or 
“Don’t know”, 
skip to question 
H16 
H11 How old were you when you 
willingly had sex the first time? 
____ years 
777= Never had sex willingly 
888=Don’t know 
999=No Response 
If answer is 
“Never” skip to 
question H14 
H12 When was the LAST time you 
willingly had sex? 
1= Less than one week ago 
2=Between 1 week and 1 
month ago 
3=Between 1 month and 3 
months ago 
4=Between 3 months and 1 
year ago 




H13 What type of protection did you 




3=Birth control pills or 





Check ALL that 
apply 
 
H14 How old were you when you 
unwillingly had sex for the first 
time? 
___ years 




If answer is 
“Never” skip to 
question H16 
H15 When was the LAST time you 
unwillingly had sex? 
1= Less than one week ago 
2=Between 1 week and 1 
month ago 
3=Between 1 month and 3 
months ago 
4=Between 3 months and 1 
year ago 





Girl survey (DRC) 
Question # Question Response options Instructions 
H16 Of your closest friends, how 
many do you think have ever 
willingly had sex? 
1=None of my friends 
2=Some of my friends 
3=Most of my friends 





H17 Of your closest friends, how 
many do you think have ever 
unwillingly had sex? 
1=None of my friends 
2=Some of my friends 
3=Most of my friends 





 In the following section, I am going to read several statements.  Please state how much 
you agree with each of these statements: whether you strongly agree, agree, disagree, 
or strongly disagree.  Remember, there is no right or wrong answer and you can say 
you don’t know or do not want to answer at any time. 
For the next few questions, if you strongly agree, touch the [insert symbol]. If you 
agree, touch the [insert symbol]. If you disagree, touch the [insert symbol]. If you 
strongly disagree, touch the [insert symbol]. If you don’t know, touch the [insert 
symbol], if you want to skip this question, touch the [insert symbol]. 
H18 It’s OK for people my age to 
have sex with a boy who they do 
not know well.  If you strongly 
agree, touch the [insert symbol]. 
If you agree, touch the [insert 
symbol]. If you disagree, touch 
the [insert symbol]. If you 
strongly disagree, touch the 
[insert symbol]. If you don’t 
know, touch the [insert symbol], 
if you want to skip this question, 







H19 It’s OK for a girl my age to have 








H20 It’s OK for a girl to have sex 







H21 It’s OK to force a girlfriend/ 
boyfriend to have sex even when 








Girl survey (DRC) 
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H22 It’s OK to have sex without 
protection with someone you 










Sometimes a husband is annoyed or angered by things that his wife does.  I am going 
to read a few situations.  For each one, I want you to say whether you think a husband 
is justified in hitting or beating his wife.  Remember, there are no right or wrong 
answers and you can say you don’t know or that you do not want to answer each 
question. 
I1 Is it OK for a husband to beat or 
hit his wife if she goes out 






I2 Is it OK for a husband to beat or 
hit his wife if she does not care 







I3 Is it OK for a husband to beat or 







I4 Is it OK for a husband to beat or 
hit his wife if she refuses to have 






I5 Is it OK for a husband to beat or 












The next set of questions is about other things that may have happened to you. We 
understand this may make you feel bad to think about, but we hope that you will share 
some information with us so we can better understand the needs and concerns of girls 
like yourself in DRC.  Some of these questions are personal but keep in mind that your 
name is not on the survey and because you are using this tablet, no one else will know 
your answers. Please remember that anything that has been done to you is not your 
fault. Please feel free to answer openly and honestly.  You can skip any question that 
you don’t feel comfortable answering. 
J1 In the past 12 months, has 
anyone ever hit or beat you and 





If “No” or 
“Don’t know” 
skip to J3 
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J2 Who has hurt you in this way? 
(PROBE: Anyone else?) 
1=Boyfriend or husband 
2=Parent or caregiver 
3=Other relative  
4=Friend or neighbour 
5= Member of an armed group 
6= Official (police, teacher, 




Check all that 
apply 
 
J3 In the past 12 months, has 
anyone ever screamed at you 





If “No” or 
“Don’t know” 
skip to J5 
J4 Who has screamed at you loudly 
or aggressively? 
1=Boyfriend or  husband 
2=Parent or caregiver 
3=Other relative  
4=Friend or neighbour 
5= Member of an armed group 
6= Official (police, teacher, 




Check all that 
apply 
 
J5 In the past 12 months, has 
anyone ever called you bad 






If “No” or 
“Don’t know” 
skip to J7 
J6 Who has called you bad things 
or said mean things to you? 
1=Boyfriend or  husband 
2=Parent or caregiver 
3=Other relative  
4=Friend or neighbour 
5= Member of an armed group 
6= Official (police, teacher, 




Check all that 
apply 
 
J7 In the past 12 months, have you 
felt that you are not cared for by 






If “No” or 
“Don’t know” 
skip to section K 
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J8 In the past 12 months, how often 
have you felt that you are not 










Thank you for answering those questions about things you have experienced.  I know 
answering this sort of question is not easy.  The next section also has some difficult 
questions, but we hope that by using this computer you feel comfortable to tell us 
what you have experienced. 
Girls and women may experience unwanted sexual contact by people they know well, 
such as a romantic partner, family member or friend, or by strangers. The questions in 
these sections are personal, and may be uncomfortable to answer, but you will help us 
understand people’s experience of sexual contact without their permission. Your 
answers are confidential and you can skip any questions you prefer not to answer. 
Also remember that you will not be judged and that there are no right or wrong 
answers and that anything that has been done to you without your explicit permission 
or done by an adult is not your fault. 
K1 Has anyone ever touched you in 
a sexual way without your 
permission?  By touched in a 
sexual way I mean pinching, 





If “No” or 
“Don’t know” 
skip to question 
K4 
K2 Who was the person who did 
this? (PROBE: Anyone else?) 
1=Boyfriend or  husband 
2=Parent or caregiver 
3=Other relative  
4=Friend or neighbour 
5= Member of an armed group 
6= Official (police, teacher, 





Check all that 
apply 
 
K3 How many times in the past 12 
months has someone touched 






K4 Has anyone ever pressured you 
to have sex with them by using 
their influence or authority? For 
example, saying they will give 





If  “No” or 
“Don’t know” 
skip to question 
K7 
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thing if you do not have sex with 
them? 
K5 Who was the person who did 
this? (PROBE: Anyone else?) 
1=Boyfriend or  husband 
2=Parent or caregiver 
3=Other relative  
4=Friend or neighbour 
5= Member of an armed group 
6= Official (police, teacher, 




Check all that 
apply 
K6 How many times in the past 12 
months have you had sex with 
someone because they used 
words or threats to make you 






K7 Have you ever had a sexual 
relationship with a man where 
you lived with him so that you 
would have money or other 





If  “No” or 
“Don’t know” 
skip to question 
K9 







K9 Has anyone ever given you 
money, food, gifts or any favors 





If  “No” or 
“Don’t know” 
skip to question 
K11 







 Please tell me if you agree or disagree with each of the following statements. 
Remember, there are no right or wrong answers and you can say you don’t know or 
that you do not want to answer each question. 
K11 My family would blame me if I 
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999=No Response 
K12 My community would force me 
to marry a man if he forced me 






K13 I have someone in the 
community I would trust to talk 




999=No Response  
 
L. Services Thank you for answering those difficult questions, you did an excellent job.  I promise 
that there will be no more questions like that about things you have experienced.  Now 
I want to ask you some questions about services that may be available to girls like 
you. 
L1 Do you know of a place to go if 
someone has tried to have sex 
with a girl when she did not 






L2 Do you know of a place a girl 







M. Hope and 
future 
orientation 
Now I am going to read some statements about how you think about yourself.  For 
each one, I want you to tell me if you think that way none of the time, a little of the 
time, some of the time, a lot of the time, or most of the time.  As always, please 
remember that there is no right answer and that you can say you don’t know or refuse 
to answer any question. 
M1 I think I am doing pretty well.  
Would you say you think this 
way… 
1=None of the time 
2=A little of the time 
3=Some of the time 
4=A lot of the time 




M2 I can think of many ways to get 
the things in life that are most 
important to me.  Would you say 
you think this way… 
1=None of the time 
2=A little of the time 
3=Some of the time 
4=A lot of the time 




M3 I have the same ability to 
succeed as other girls my age.  
1=None of the time 
2=A little of the time 
3=Some of the time 
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Would you say you think this 
way… 
4=A lot of the time 
5=Most of the time 
888=Don’t Know 
999=No Response 
M4 When I have a problem, I can 
come up with lots of ways to 
solve it.  Would you say you 
think this way… 
1=None of the time 
2=A little of the time 
3=Some of the time 
4=A lot of the time 




M5 I think the things I have done in 
the past will help me in the 
future.  Would you say you think 
this way… 
1=None of the time 
2=A little of the time 
3=Some of the time 
4=A lot of the time 




M6 Even when others want to quit, I 
know that I can find ways to 
solve a problem.  Would you say 
you think this way… 
1=None of the time 
2=A little of the time 
3=Some of the time 
4=A lot of the time 






OK, thank you for answering those questions.  I know some of them may have been 
difficult.  Remember that no one in your community will ever know what you 
answered. This is the end of using the computer, so please call the interviewer over 
and return it to them. 
ONCE THE CHILD HAS FINISHED, TAKE THE ACASI TABLET BACK. 
CHECK THAT EVERYTHING LOOKS FINE AND THEN READ THE 
STATEMENT BELOW: 
Thank you for answering the questions.  You did a great job using the computer and 
answering questions about difficult issues. 
I’m now going to ask you some much easier questions about what you like to do and 
what you want for yourself in the future. 
N1 What is your favorite thing to do 
in your village? 
  
N2 What is something you do 
regularly that makes you happy? 
  
O. Wrap Up 
Questions for 
Respondent 
Ok that’s just about it.  Before we finish our discussion, I have a few more questions 
for you about how you felt during the survey. 
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O1 Do you feel that the questions 
you answered very easy to 
understand, easy to understand, 
difficult to understand, or very 
difficult to understand? 
1=Very easy to understand 
2=Easy to understand 
3=Difficult to understand 




O2 Overall, how honest would you 
say you were in answering the 
questions? 
1=Not honest at all 
2=Not very honest 
3=Fairly honest 
4=Very honest 




O3 Is there anything you would like 
to add or ask me? 
  
O4 Did you have any thoughts about 
or reactions to this interview? 
  
O5 What did you think of using the 
tablet? (OR INSERT OTHER 
QUESTIONS ABOUT ACASI) 
  
 PLEASE DEBRIEF WITH THE GIRL. THANK HER FOR HER TIME AND 
HONESTY IN ANSWERING THE QUESTIONS. TELL HER THAT YOU 
REALIZE THE QUESTIONS WERE DIFFICULT AND ANSWERING THEM 
WAS NOT EASY. ASSURE HER THAT HER RESPONSES ARE 
CONFIDENTIAL. INFORM HER THAT SHE CAN CONTACT YOU OR OTHER 
MEMBERS OF THE RESEARCH TEAM AT ANY TIME WITH QUESTIONS OR 
CONCERNS.  
READ THE FOLLOWING: The place we are in right now belongs to the community-
based organization (ADD NAME OF CBO HERE), in which there are women who 
provide psychosocial support.  One of these women is in the area right now and I can 
take you directly to her if you would like.  Otherwise, you can come back here at any 
time to speak with one of these women, or I can also give you her phone number. 
LEAVE THE CARE FACILITIES CONTACT LIST WITH HER.  IF SHE DOES 
NOT WANT TO TAKE THE LIST, INFORM HER THAT SHE CAN CONTACT 
THE RESEARCH TEAM AT ANY TIME FOR ASSISTANCE. 






ENUMERATOR, PLEASE FILL OUT THESE QUESTIONS BEFORE YOU 
FINALIZE THE SURVEY. 
P1 Did the respondent appear to 
understand the questions? 
1=All the time 
2 
3=Some of the time 
Select between 1 
and 5 
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4 
5=None of the time 
P2 Did the respondent appear to 
answer the questions randomly? 
1=All the time 
2 
3=Some of the time 
4 
5=None of the time 
Select between 1 
and 5 
P3 Did the respondent appear to 
think about each response before 
answering? 
1=All the time 
2 
3=Some of the time 
4 
5=None of the time 
Select between 1 
and 5 




If Yes, answer 
P4b and P4c 
 
If No, skip to P5 
P4b Who was this person? ________ State relation 
only 
P4c How much do you feel the 
presence of this person 
influenced the answers given? 
1= A great deal 
2= Some 
3= Very little 
4= None 
 




If Yes, answer 
P5b and P5c 
 
If No, skip to P6 
P5b Why was the interview 
interrupted? 
______________  
P5c In your view, did it affect the 
interview? 
1 = Yes 
2 = No  
 
P6 What was the setting in which 
the interview took place? 
1= Quiet, private 
2= Some noise, semi-private 
3= Noisy, people around 
 
P7 How would you rate the 
respondent’s ability to 
understand most questions? 
1= Understood not a lot 
2= Understood a little 
3= Understood moderately 
4= Understood a lot 
5= Understood a great deal 
 
P8 Which questions did the 
respondent seem to have the 
most trouble understanding? 
 Please list 
P9 Overall, how was the 
respondent’s interest in the 
interview? 
1= Very high 
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4= Below average 
5= Very low 
P10 How did you feel about the girl 
using the ACASI tool? (OR 
OTHER ACASI RELATED 
QUESTION) 
  
P11 Does the respondent need a 
referral to any service providers? 
 If yes, please 
describe 
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A2 Neighborhood _____ _____ _____ Use codes given by 
listing 
A3 Sous village du quartier _____ _____ _____ Use codes given by 
listing 




A5 Surveyor ID _____ _____  
A6 Date of survey ____ ____/____ ____/___ 
___ ___ __ 
dd/mm/yyyyy 
A7 Start time of survey _____ _____ : _____ _____  24 hour clock 
A8 End time of survey _____ _____ : _____ _____  24 hour clock 
A9 Caregiver’s Identification 
Code  
_____________________  
A10 Girl’s Identification Code  _____________________  
A11 How many people live in 
[GIRL]’s household? 
_______ Enter 888 for Don’t 
Know 






Hello again, I am glad to see you.  Thank you for meeting me after agreeing to 
this interview the other day.  I just want to remind you quickly about what you 
were told the last time we spoke.  We are going to ask you about yourself and 
your relationship with [GIRL] as well as your opinions on certain topics.  While 
neither you nor [GIRL] will benefit personally from this interview or receive any 
money or material benefits, we are collecting this information to improve 
programs for girls in DRC, and we hope that you will be thoughtful and honest 
when answering.   
There is no pressure to talk to us today.  You can say that you do not want to talk 
to us today and we will not be offended.  You can also refuse to answer any 
question you do not want to answer if you feel embarrassed or uncomfortable, 
and nothing bad will happen to you or [GIRL]; we will simply move onto the 
next question.   
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The information you give will only be used for the purpose of research, and no 
one (including [GIRL], your family, friends, or other people in your community) 
will know what you said.  Everything you say will be kept secret. 
Before we begin, I want to make sure you are comfortable and understand 
everything we’ve talked about.  Do you have any questions?  Do you agree to 
speak to me today? 
Great.  We will be starting with some easy questions about you. 
 
B1 What is your age? ____________ Years  
888=Don’t Know 
999=No Response 
IF LESS THAN 18 
YEARS OLD STOP 
THE INTERVIEW 
 
Verify age with an 
identification 
document if possible 
    






















“Other” then specify 
B4 Who is the main financial 





















Now I would like to ask you some questions now about your views on girls and 
boys. Many people have different opinions on these things, and there are no right 
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or wrong answers.   Please know that your responses will not be judged and that 
you can refuse to answer a question at any time with no penalty to you or 
[GIRL]. 
 
C1 It is important that sons 







C2 Daughters should be sent 
to school only if they are 







C3 The most important 
reason that sons should be 
more educated than 
daughters is so that they 
can better look after their 







C4 If there is a limited 
amount of money to pay 
for schooling / tutoring, it 







C5 Women should leave 






C6 A woman has to have a 
husband or sons or some 
other male kinsman to 
protect her because she is 






C7 The only thing a woman 
can really rely on in her 






C8 A good woman never 
questions her husband’s 
opinions, even if she is not 






C9 Daughters should have 
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C10 I would like my daughter 
to be able to work outside 
the home so she can 
support herself and her 









D1 Do you believe that in 
order to bring up girls 
properly, you need to 






D2 How true is this 
statement?   
It is important that you 









Now I want to ask you a few questions about the future you are hoping for 
[GIRL].  Remember that for any question you can say that you don’t know or 
that you prefer not to answer.  Do you understand? 
 
IF GIRL IS NOT STILL IN SCHOOL, SKIP TO QUESTION D5 
 
D3 What grade in school do 
you hope [GIRL] will 
complete before leaving 
school? 
 
SKIP THIS QUESTION 
IF GIRL IS NOT IN 
SCHOOL 






D4 Until what age would you 
hope [GIRL] stays in 
school? 
 
SKIP THIS QUESTION 
IF GIRL IS NOT IN 
SCHOOL 
___________ (years) Enter 88 for Don’t 
Know 
 
Enter 99 for No 
Response 
D5 At what age do you hope 
[GIRL] will get married? 
_____ _____ (years) Enter 88 for Don’t 
Know 
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Enter 99 for No 
Response 
D6 At what age do you hope 
[GIRL] will have her first 
baby? 
_____ _____ (years) Enter 88 for Don’t 
Know 




If a girl came to you and 
told you that she had 
experienced sexual 
violence, would you feel 
comfortable telling her 





If “no” or “don’t 
know” skip to 
question D7b 










Skip to Question E1 
 
D7b If no, why not?  1=Don’t know about 
services  
2=Services are not available  
3=Don’t care, it’s not my 
business 
4=Services are not of good 
quality  




888= Don’t Know 





Now I am going to read you some statements about how you interact with the 
children in your care.  For each one, I want you to say how often it is true: is it 
almost always true, sometimes true, rarely true, or almost never true.  You can 
say you don’t know or decide to skip any question with nothing bad happening. 
 
E1 I say nice things about my 
child 
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1=Almost never true  
888=Don’t Know 
999= No Response 
 
E2 I pay no attention to my 
child 
1=Almost always true 
2=Sometimes true 
3=Rarely true 
4=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E3 I make it easy for my 
child to confide in me 
 
4=Almost always true 
3=Sometimes true 
2=Rarely true 
1=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E4 I hit my child even when 
(s)he may not deserve it 
1=Almost always true 
2=Sometimes true 
3=Rarely true 
4=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E5 I see my child as a big 
nuisance 
1=Almost always true 
2=Sometimes true 
3=Rarely true 
4=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E6 I punish my child when I 
am angry 
 
1=Almost always true 
2=Sometimes true 
3=Rarely true 
4=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E7 I am too busy to answer 
my child’s questions 
1=Almost always true 
2=Sometimes true 
3=Rarely true 
4=Almost never true  
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888=Don’t Know 
999= No Response 
 
E8 I resent my child 
 
1=Almost always true 
2=Sometimes true 
3=Rarely true 
4=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E9 I am really interested in 
what my child does 
4=Almost always true 
3=Sometimes true 
2=Rarely true 
1=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E10 I say many unkind things 
to my child 
 
1=Almost always true 
2=Sometimes true 
3=Rarely true 
4=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E11 I pay no attention to my 
child when (s)he asks for 
help 
1=Almost always true 
2=Sometimes true 
3=Rarely true 
4=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E12 I make my child feel 
wanted and needed 
4=Almost always true 
3=Sometimes true 
2=Rarely true 
1=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E13 I pay a lot of attention to 
my child 
4=Almost always true 
3=Sometimes true 
2=Rarely true 
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999= No Response 
 
E14 I hurt my child’s feelings 1=Almost always true 
2=Sometimes true 
3=Rarely true 
4=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E15 I make my child feel 
unloved if (s)he 
misbehaves 
1=Almost always true 
2=Sometimes true 
3=Rarely true 
4=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E16 I forget important things 
my child thinks I should 
remember 
1=Almost always true 
2=Sometimes true 
3=Rarely true 
4=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E17 I make my child feel what 
(s)he does is important 
4=Almost always true 
3=Sometimes true 
2=Rarely true 
1=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E18 When my child does 
something wrong, I 
frighten or threaten 
him/her 
1=Almost always true 
2=Sometimes true 
3=Rarely true 
4=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E19 I care about what my child 
thinks, and encourage 
him/her to talk about it 
4=Almost always true 
3=Sometimes true 
2=Rarely true 
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999= No Response 
 
E20 I feel other children are 
better than my child 
1=Almost always true 
2=Sometimes true 
3=Rarely true 
4=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E21 I let my child know (s)he 
is not wanted 
1=Almost always true 
2=Sometimes true 
3=Rarely true 
4=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E22 I let my child know I love 
him/her 
4=Almost always true 
3=Sometimes true 
2=Rarely true 
1=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E23 I pay no attention to my 
child as long as (s)he does 
nothing to bother me 
1=Almost always true 
2=Sometimes true 
3=Rarely true 
4=Almost never true  
888=Don’t Know 
999= No Response 
 
 
E24 I treat my child gently and 
with kindness 
4=Almost always true 
3=Sometimes true 
2=Rarely true 
1=Almost never true  
888=Don’t Know 






Sometimes, when parents or the people who take care of children are upset or 
angered by things that children do, they will beat children (hard).  People have 
different opinions on parents beating children.  In your view, when are parents 
right to beat their children? 
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F1 They are right to beat 









F2 They are right to beat 
them…if the child 






F3  They are right to beat 
them…if the child runs 







F4  They are right to beat 
them…if the child does 






F5  They are right to beat 
them…if the child does 






F6  They are right to beat 
them…if the child does 







F7  They are right to beat 
them…if the child is 







F8  They are right to beat 







F9  They are right to beat 






F10  They are right to beat 
them…if the child takes 
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F11  They are right to beat 
them…if the child refuses 






G.  Wrap Up 
Questions 
 
OK, thank you for answering those questions.  I know some of them may have 
been difficult.  Remember that no one in your community will ever know what 
you answered.  
Thank you for answering the questions.  You did a great job.  
That’s just about it.  Before we finish our discussion, I have a few more 
questions for you. 
 
G1 Were questions you 
answered  
1=Very easy to understand 
2=Easy to understand 
3=Difficult to understand 





G2 Overall, how honest 
would you say you were 
in answering the 
questions? 
1=Not honest at all 
2=Not very honest 
3=Fairly honest 
4=Very honest 




G3 Is there anything you 
would like to add or ask 
me? 
  
G4 Did you have any 
thoughts about or 




THANK THE RESPONDENT FOR HER/HIS TIME. ENSURE HER/HIM 
THAT HER/HIS RESPONSES ARE CONFIDENTIAL AND WILL NOT BE 
SHARED WITH OTHERS. INFORM HER/HIM THAT S/HE CAN 
CONTACT THE RESEARCH TEAM AT ANY TIME WITH QUESTIONS OR 
CONCERNS. 
 
TRANSITION TO THE GIRL QUESTIONNAIRE IF POSSIBLE. 
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ENUMERATOR, PLEASE FILL OUT THESE QUESTIONS BEFORE YOU 
FINALIZE THE SURVEY. 
H1 Did the respondent appear 
to understand the 
questions? 
1=All the time 
2 
3=Some of the time 
4 
5=None of the time 
Select between 1 
and 5 
H2 Did the respondent appear 
to answer the questions 
randomly? 
1=All the time 
2 
3=Some of the time 
4 
5=None of the time 
Select between 1 
and 5 
H3 Did the respondent appear 
to think about each 
response before 
answering? 
1=All the time 
2 
3=Some of the time 
4 
5=None of the time 
Select between 1 
and 5 
H4 Was anyone else present 
during the interview? 
1=Yes 
2=No 
If Yes, ask H4b and 
H4c 
 
If No, skip to H5 
H4b Who was this person? ________ State relation only 
H4c How much do you feel the 
presence of this person 
influenced the answers 
given? 
1= A great deal 
2= Some 
3= Very little 
4= None 
 
H5 Was the interview 




If Yes, ask H5b and 
H5c 
 
If No, skip to H6 
H5b Why was the interview 
interrupted? 
___________  
H5c In your view, did it affect 
the interview? 
1 = Yes 
2 = No  
 
H6 What was the setting in 
which the interview took 
place? 
1= Quiet, private 
2= Some noise, semi-private 
3= Noisy, people around 
 
H7 How would you rate the 
respondent’s ability to 
1= Understood not a lot 
2= Understood a little 
3= Understood moderately 
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understand most 
questions? 
4= Understood a lot 
5= Understood a great deal 
H8 Which questions did the 
respondent seem to have 
the most trouble 
understanding? 
 Please list 
H9 Overall, how was the 
respondent’s interest in 
the interview? 
1= Very high 
2= Above average 
3= Average 
4= Below average 
5= Very low 
 
H10 Does the respondent need 








If yes, please 
describe 
 END OF SURVEY, GREAT WORK! 
 
 
